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ABSTRACT 
BRAZILIAN EDUCATION AND CULTURE: 
HISTORIC DEVELOPMENT 
FEBRUARY 1993 
MATHILDE B. JORGE, B.A., CURRY COLLEGE 
M.A., SUFFOLK UNIVERSITY 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Luis Fuentes 
This historical overview reflects on the various 
aspects of social development in Brazil. Literature, 
language, and education are traced and analyzed. It also 
encompasses other basic elements of the Brazilian nature: 
(a) Language which evolved from one people to another, 
and although they do not cross the frontiers of a state or 
the limits of language in which they were formed, they 
pass from one class or social group to another. It takes 
"distinct tonalities which fasten upon them and end by 
adhering to them, and which come either from the particu¬ 
lar mentality of groups existing side-by-side within a 
given society, or from the genius of the people to whose 
language they have been transferred" (Azevedo, 1950, 
p. 3) . 
(b) Civilization and culture, both introduced by 
scientists into a special vocabulary trying to give them 
Vll 
a precise meaning, resist that effort with the wealth of 
ideas which they evoke and the variety of meanings which 
cling to them in common speech. Any process of abstraction 
which would separate the social and that human being would 
be dangerous. We cannot conceive man without culture 
(Azevedo, 1950) . 
(c) The movement of educational reform and its effect 
in Brazil. 
(d) An analysis of Brazil's public school system. 
Teachers in public schools are confronted with many more 
students than can easily be handled, and with a lower 
level of education plus teacher training. Teaching 
features rote memorization, whatever the subject matter. 
Science and mathematics programs are poor, except for 
private facilities. There are inadequate laboratories 
and a shortage of laboratory equipment. There is a strong 
need for reforms in curriculum and instructional methods, 
according to administrators, teachers, and parents in 
interviews conducted by the researcher seeking solutions 
for a bankrupt public school system. A careful analysis 
is followed by specific recommendations. 
• ■ • 
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CHAPTER I 
INTRODUCTION 
Background of the Problem 
The problems of education in Brazil, especially since 
1930, are of major concern to all Brazilians. The reforms 
and currents of thought in education since 1920 have been 
colored by new social and political ideas representing a 
variety of points of view, diversity, and conflicts of 
doctrines. But, of all the problems which emerged, the 
one which yielded the most importance was that of indus¬ 
trial and technical training by professional schools in the 
primary, middle, and higher grades. It was at this time 
that institutions of technical preparation (chemical and 
electrical teachings), i.e., MacKenzie College, were 
founded. Vocational education took on a life of its own, 
especially in the Federal District and in Sao Paulo. In 
the five-year period from 1932-1936, it reached various 
optional forms (commercial, technical, industrial, domes¬ 
tic, and artistic), presenting training opportunities for 
youth to seek studies that prepare them for job-related 
positions (Azevedo, 1950, p. 505). 
In 1910, the Brazilian Government gave a substantial 
subsidy to commercial education. The seed money for this 
effort originated from private initiative. This type of 
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teaching was entirely reorganized based upon a model of 
secondary education and was supported by the Federal 
Government which endorsed the idea (Montuelo, 1924, pp. 
46-47) . 
The Federal Union was originated in 1934. The 
Superintendency of Industrial Education, into which the 
Inspectorate of Professional and Technical Education 
evolved, began in 1932 and was thus transformed. Two 
years later, the Federal Technical University (Decree 
No. 24,738 of July 14, 1934), of which the National School 
of Chemistry came to form a part, was founded. This 
school, first organized in 1933 by Decree No. 23, 172, 
added its institutes to the University of Brazil. The 
Government attempted to find a new road by which the indus¬ 
trial concentration in cities and the growing tendency 
toward specialization and occupational differentiation 
could best be implemented (Azevedo, 1950, pp. 509-510). 
However, as great as may have been the progress made 
by occupational specialization as a consequence of the 
division of labor and the modifications which took place 
through the phenomena of urbanization and industrializa¬ 
tion, it cannot be claimed that marked variations in the 
hierarchy of occupational types resulted from them. If it 
is true that education was becoming a "specialized 
function," in proposition as the society was divided into 
classes and professional groups, it is no less certain that 
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these "special types of education," divergent only after 
a certain point up to which they were the same (that is, 
common education), were erected in Brazil's school system 
upon the basis of a collective mentality which remained 
essentially the same. Education was being transformed, 
or better yet was being enriched, by specialized schools 
of a technical character superimposed upon common education 
(basically in primary and secondary education), almost 
according to the same concepts which the country had of 
class in the time of the Empire, which reflected its 
special mentality and its historic past (Azevedo, 1950, 
pp. 511-512). 
Moreover, as in the previous century, the only 
higher education schools that existed in the country were 
those which prepared for liberal professions. No other 
opportunities were open to young men except those careers 
and activities purely and preponderantly intellectual. 
For a father, a fazendeiro (farmer) or businessman or 
merchant to make of his son a bachelor or doctor of law 
was a step up in society. Young men, educated in these 
schools, brought with them all the promise of the future, 
and mothers dreamed of nothing for their daughters except 
those husbands who were bachelors of law, doctors, or 
engineers. In the commercial or rural hierarchy, even if 
he did not carry on his profession, the bachelor or doctor 
of law took a high place of esteem. If the majority were 
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ambitious to exercise their profession, all desired the 
title. Being a civil, military, or naval engineer never 
succeeded at any time in our history in becoming the 
dominant ambition, as one may see in the contrast years 
between 1828 and 1930, in the number of polytechnical 
schools with relation to those of law and medicine, or in 
the number of students graduated by the different schools 
training for liberal professions. 
Although intellectual and scientific specialization 
had taken on a new movement after 1930 with the creation of 
the Brazilian universities, it did not, in that decade 
(1931-1941) , reach the development and public favor which 
technology and technical schools won. The fact is the 
first universities of Brazil, organized according to the 
regime instituted in 1931 by the reform of Francisco 
Campos, but actually founded in 1934, 1935 and 1939, were 
born or were formed in an unfavorable atmosphere laden 
with hostility and prejudice. This was a time charac¬ 
terized by the predominance of material civilization in 
which the basis of our whole system tends to be even more 
one of technique; special and technical schools commenced 
everywhere to acquire greater influence, if not domination. 
Unlike Western Europe, the prestige of the universities 
still modelled on traditional types was beginning to 
decline. Moreover, this process of leveling brought about 
by the rule of the masses commenced among the Brazilians 
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(who desired to enter into closer relations with human 
knowledge) a crisis of culture, gravely menacing the prin¬ 
ciple of aristocracy. 
Statement of the Problem 
Because Brazil has few public schools, a low percent¬ 
age of children are privileged to be educated. School 
periods are short. Brazilian society must depend on the 
family for educating and training the young to a much 
greater degree than is generally done in Western society. 
Education acquired in this manner (by boys working with 
their fathers and girls working with their mothers in the 
daily routine of living) enabled rural Brazilians to become 
excellent woodsmen, mule drivers, boatmen, craftsmen, 
fishermen, hunters, and tillers highly skilled with the hoe. 
Millions of Brazilians are able to live in rugged 
situations where the average citizen of the United States 
or Western Europe would perish of hunger and exposure. But 
education in the family contributes to maintaining the cus¬ 
tomary routine; it makes for very little change or progress. 
If the family lacks essential knowledge, habits, and 
skills, the deficiencies will be perpetuated generation 
after generation. Therefore, until Brazilian children can 
acquire a greater share of their mental equipment outside 
of the home, there is small chance for great progress in 
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agriculture, health and sanitation, transportation, 
industry, or any other field of endeavor which the indus¬ 
trial revolution has changed, or for change in rural mores 
(Smith, 19 63) . 
If the education system in urbanizing Latin America 
was faced only with problems of lack of buildings, inade¬ 
quate books and supplies, and poorly trained teachers, 
the educational planner would have a relatively easy task. 
These are tangible problems and the professions have 
experience in solving them. Schools can be built, books 
can be bought, teachers can be trained. The methods are 
known and the elaboration of a plan is not difficult. 
True, the financial resources are too often lacking, good 
plans are not carried out, and the frustration is bitter. 
The public schools in Brazil have experienced a 
steady increase in enrollment, but without a concomitant 
increase in resources and facilities to receive and 
educate children. Average class size has also increased 
dramatically—an increase in quantity with little or no 
increase in quality. Most classrooms are small, poorly 
ventilated, and populated with as many as 40 or 50 stu¬ 
dents. All of the public schools operate at least two 
shifts a day, sometimes three, whereas private schools 
have one shift per day. 
Teachers in public schools, confronted with more 
students than can easily be handled, "push out" a number 
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of students during the year in an attempt to reduce the 
magnitude of their task. This is done by discouraging 
children from attending during the year (represented by 
within-year dropout rates), by discouraging children from 
attending the final examination, or by failing large 
percentages of students as standard procedure independent 
of the children's ability to master material at the next 
higher level. 
Overcrowding is not the only problem which the schools 
in Brazil face. Schools can also stand improvement in 
teacher preparation, instructional materials, evaluations, 
methods, and building programs. The problem of instruc¬ 
tion is the subject of a research program now being 
carried out by the Brazilian Government. There are some 
attempts to improve the performance of teachers, but much 
work has to be done in order for the teacher to achieve 
minimal goals. 
Another problem facing Brazilians is low family income 
and inflation. The rate of exchange is 600 Cruzeiros to 
one United States dollar; the average daily income per 
family is $3.00 or 1,800 Cruzeiros. All schools demand 
that parents assume some costs. Although the public 
school in Brazil is free, families have to spend some por¬ 
tion of their meager income to equip their children for 
school. These costs are shoes, clothing, textbooks, and 
other school supplies. However, with these direct costs. 
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families are willing to forego income which could be pro¬ 
vided by children working, or by children tending the home 
while the mother works. Due to low income, many families 
in Brazil cannot afford public school expenses because it 
imposes a serious burden on the family's income. The 
family's economic position affects the educational progress 
of the child. Desertion rates in Brazil and in other parts 
of Latin America are higher, especially in provinces with 
lower income per capita; and promotion rates are higher in 
the more wealthy provinces (McGinn & Russell, 1969, p. 126). 
In addition, the professional training of teachers 
lacks a method for identifying and assisting failing stu¬ 
dents. Because teachers do not or cannot maintain regular 
contact with the families of their students, it becomes 
necessary to provide either visiting teachers or social 
workers to investigate home situations. Brazilians still 
lack the intensity of intellectual exchange between men, 
groups, and institutions, and between Brazilian culture 
and that of other nations (Freyre, 1934, p. 189), which 
would lead to genuine culture. The isolation in which we 
live was not only the isolation of Brazil with regard to 
other nations during the whole colonial period, but within 
the national unity and between different groups and insti¬ 
tutions . 
We cannot, however, seek only in our unilateral, 
literary traditions the origins of our lack of interest in 
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science and technique which, although cultivated in various 
fields by individuals and isolated efforts, had been 
developed only with difficulties and have been very back¬ 
ward as compared to the state of events. Our cultural 
organizations, set up in the period of the Empire with 
almost all of its essential parts, maintained themselves 
during the Republic and were not fit to produce anything 
but a professional aristocracy. It is to that the aris¬ 
tocracy of the mind was reduced and cultivated as it was 
by schools of higher learning in which bachelors and 
doctors of law were turned out on a large scale. 
There were no other sources of training and recruit¬ 
ment of an elite, and these groups were consequently 
impoverished in authentic values. If "for one million 
Englishmen there were about two hundred and fifty eminent 
men, that is, men with a nationwide renown and fame" 
(Azevedo, 1950, p. 189), to judge by the data of Francis 
Calton, we cannot estimate for Brazil more than thirty 
notable personalities that are of the type of Jose 
de Alencar, Joaquin Nabuco, Baron of Rio Branco, Osvaldo 
Cruz, and Euclydes da Cunha, whereas Brazil could easily 
possess more than fifteen hundred eminent individuals, 
according to the conclusions of Oliveira (1922), 
based upon calculations of the population and not counting 
the mass of illiterates. The fact is, in the meaning of 
the gears of our cultural and educational system, reduced 
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on the higher plane to schools of professional training, 
there has evidently been lacking "some pieces or other, an 
essential piece, that has the function of picking out 
these individuals and making them reach the 'elite group'" 
(Oliveira, 1922). This piece is one which is made up 
everywhere of an assemblage of institutions destined to 
develop scientific methods in the different realm of 
human knowledge, and to apply them to direct and thorough 
investigation on all the planes of national reality; its 
natural resources; its necessities; and its spiritual, 
political, and economic problems. Besides, if the indi¬ 
vidual is bound to the society which surrounds him, and 
from which he is nourished, if his very psychological and 
intellectual life is an exchange, a constant communication, 
and if communication nourishes us as much as differences 
"that by means of which man surpasses himself, creates, 
invents, and conceives," the Brazilian still lacks the 
intensity of intellectual exchange between men, groups, 
and institutions, between Brazilian culture and other 
nations which would lead to genuine culture (Azevedo, 1950, 
p. 190). 
Purpose of the Study 
The primary purpose of this study is to delineate a 
history of development in Brazilian literature, language. 
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and educational reform. It will also encompass the basic 
elements of general culture as follows: 
(a) Language which evolved from one people to 
another, and although they do not cross 
the frontiers of a state or the limits of 
language in which they were formed, they 
pass from one class or social group to 
another. It takes "distinct tonalities 
which fasten upon them and end by adhering 
to them, and which come either from the 
particular mentality of groups existing 
side-by-side within a given society, or 
from the genius of the people to whose 
language they have been transferred" 
(Azevedo, 1950, p. 3). 
(b) Civilization and culture, both introduced 
by scientists into a special vocabulary 
trying to give them a precise meaning, 
resist that effort with the wealth of 
ideas which they evoke and the variety 
of meanings which cling to them in common 
speech. Any process of abstraction which 
would separate the social and the human 
being would be dangerous. We cannot 
conceive man without culture (Azevedo, 
1950, p. 3). 
(c) The movement of educational reform and 
its effect in Brazil. Giving the system 
of education new objectives (national, 
social, and democratic), the reformer 
proceeded with the renovation of tech¬ 
niques and processes which, as instruments, 
had to vary in function with the objec¬ 
tives which one proposed to attain and 
which acted upon the whole. He attempted 
to furnish, through the reform of concrete 
basis of technical and administrative 
services to schools of all types and 
grades, the end that they might have a 
more efficient education that should really 
be extended to all (Azevedo, 1950, p. 447). 
(d) An analysis of Brazil’s public school sys¬ 
tem. Teachers in public schools are con¬ 
fronted with many more students than 
teachers in the United States. These 
teachers lack proper teacher training, a 
major factor in the development of educa¬ 
tion for children. The various primary 
schools in Brazil are managed mainly by 
the Ministry of Education, yet there is no 
relationship or communication between the 
primary and the secondary schools. Also, 
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private and parochial schools operate 
independently within their own groups 
except, for example, when the same order 
of nuns runs more than one school. 
Instruction at the secondary level in 
Brazil, public or private, suffers from 
the classic ailments of secondary educa¬ 
tion in most of Latin America. Teaching 
features rote memorization, whatever the 
subject matter. Science and mathematics 
programs are poor, except in private 
facilities. There are inadequate labora¬ 
tories and a shortage of laboratory 
equipment. There is a strong need for 
reforms in curriculum and instructional 
methods according to administrators, 
teachers, and parents. 
(e) It should also be added that it is not 
only native Indian languages that have 
diversified the country's linguistic unity. 
Europeans and Asians have contributed to 
Brazilian multilingualism. German is 
still the mother tongue of many children 
who came to the Brazilian schools to 
acquire reading and writing. It is widely 
known that those German-speaking 
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communities have had to struggle to gain 
access to a formal education which was 
made difficult by the indifference of 
Brazilian educational authorities. How¬ 
ever, the official bodies are not the only 
ones to blame. The State Office of 
Education is totally lacking in information 
about such communities. No reliable sta¬ 
tistics or data were available for use in 
this research study. In other words, the 
size of the German-speaking and bilingual 
groups of children attending schools in 
those areas is not known. In addition, 
the dropout rate and retention rate among 
German-Brazilian pupils, or the teaching 
program, is not known (Moraes, 1985, 
pp. 4-5) . 
(f) Apart from this language plurality, one 
must still consider that the Portuguese 
language spoken in Brazil is in fact a 
set of sub-languages or dialects which 
intersect regions and the social layers 
of society. The Brazilian linguist 
Miriam Lemle (1978) states that the 
teacher's task is not to lead pupils to 
abandon the use of their "wrong" grammar 
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but to replace it by "correct" grammar. 
It is rather, she notes, the task of assist¬ 
ing them to acquire competence in the use 
of the socially privileged language norm, 
which she sees as a second language. 
Alternative proposals lack a formal basis, 
since linguistic studies in Brazil have 
not progressed far enough to provide 
educators with language descriptions 
capable of supplying them with parameters 
for dialect choice and language education 
planning. 
Significance of the Study 
Colonial education in Brazil was entirely in the hands 
of religious orders, mainly the Jesuits, who were expelled 
in 1760. It is true that for many years after the inde¬ 
pendence, the vast mass of the population remained 
illiterate through neglect. This is true also of many 
other countries, and by no means only of the ex-colonial 
nations, where culture is not exclusively a product of 
intellectual life. Perhaps the most obvious example of 
non-intellectual culture is the folk music of Brazil. Even 
today, the majority of the popular and successful carnival 
songs originated in the "favelas" or "barrio" districts 
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(on the hills of Rio de Janeiro) in much the same way as 
the calypsos of Trinidad. They seem to have a greater 
strength and originality than the West Indian products. 
However, the fact remains that there was little independent 
culture development in Brazil before the nineteenth 
century (Zweig, 1942, p. 56). 
Freyre (1945), the Brazilian thinker and sociologist, 
drew attention to the first authentic example of Brazilian 
culture. He wrote: 
For a long time, Brazilian art and literature 
remained almost inarticulated and passively 
colonial or sub-European. Aleijadinho, the 
mulatto sculptor of eighteenth century colonial 
churches in the gold mine region of Brazil, was 
one of the few artists to appear with a socially 
significant artistic message and a technique 
distinguished by creativeness, audacity, and 
non-European characteristics in a century marked, 
in Brazil, by academic literature and imitative 
art. (p. 57) 
Carvalho (1937) divided the history of Brazilian 
literature into three periods: First, a formative period, 
when there was an absolute ascendency of Portuguese 
thought (1500-1750); second, a period of transformation, 
when poets of the school of Minas Gerais began to neu¬ 
tralize (though only slightly) the effects of Portuguese 
influence (1750-1830) ; and finally, a period of greater 
autonomy during which the romantics and "naturalists" 
brought to Brazilian literature new European currents 
(1830 onwards). 
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These classifications alone are enough to emphasize 
how little has been done until relatively recently in the 
development of genuine Brazilian literary production. On 
the other hand, Brazil's slow start has been more than 
compensated by the rapidity of its literacy development 
which has taken place during the second half of the 
nineteenth century. 
Today, with the growth and development of universities 
and the spread of education amongst its population, there 
is every reason to suppose that Brazil will easily hold its 
place among the nations of the world (Camacho, 1952, pp. 
61-62). 
Writers on education in Brazil in general maintain in 
the Colonial Period and during the Empire that no attempt 
was made to educate the broad masses but only a small 
nucleus of the ruling classes. This would suggest that 
this is the case in other Latin American countries which 
have established universities. In fact, Brazil's 
university education dates from 1920. In Rio de Janeiro, 
a number of independent faculties were grouped together 
under a Rectorate which has since become the nucleus for 
the University of Brazil. Since then, however, progress 
has been rapid. Today, there are 57 universities, 37 of 
which are federal, state, or municipal institutions. 
These institutions charge only nominal tuition fees. Nine 
of the private universities are secular; the others are 
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affiliated with the Roman Catholic Church of Brazil. 
There are, further, five college federations and 786 
isolated, single-purpose colleges (faculdades isoladas-- 
higher education institutions which are unaffiliated with 
a university or consortium of colleges, e.g., a School of 
Design) of which 77 percent are private. 
Regionally, 86.1 percent of all postsecondary institu¬ 
tions are located in Brazil's most developed part, the 
southern and southeastern states (Haussman & Haar, 1978, 
p. 80) . 
To be a university, an educational institution must 
be comprised of five or more institutes (which have been 
operating for at least three years) and must receive 
recognition from the Federal Education Council. The chief 
normative structure is the Council of Rectors of Brazilian 
Universities, a voluntary association of university 
rectors who meet at frequent intervals to debate all 
aspects of higher education (Haussman & Haar, 1978, 
p. 81) . 
There has been some concentration on law and medicine, 
although the recent industrial development has led to 
larger numbers of students of scientific, engineering, and 
technological subjects. Agriculture is also now an impor¬ 
tant study. Secondary education has received less official 
encouragement than primary or advanced education in 
Brazil. 
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Even primary education sometimes falls short of the 
standards laid down. Although all education in the coun¬ 
try is subject to general supervision and to basic 
principles established by the Federal Government and 
administered by the National Department of Education and 
Health, the individual states have a wide degree of 
autonomy. Manuel Bergstrom Lourengo Filho (1950), in his 
study on the education of Brazil which was published by 
the Cultural Division of the Brazilian Ministry of Foreign 
Affairs, writes: "In fact, in many states primary educa¬ 
tion is not only insufficient in quantity but also 
deficient in quality." 
Schools are poorly constructed, do not always have 
an adequately trained teaching staff, and inspection and 
educational guidance are unequal. 
Nevertheless, great strides have been and are being 
made. The realization of the need for better educational 
facilities is revealed by the increased proportion of the 
national budget devoted to education. In 1932, the figure 
was 6 percent, whereas in 1950, it amounted to 18 percent. 
In addition, the fact that 80 percent of the children in 
Brazil now receive primary education means that it should 
be possible to reduce the present proportion of illiteracy, 
estimated to be more than 40 percent (Camacho, 1952, 
pp. 107-108) . 
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Methodology of the Study 
The methodology used in this research study will be a 
descriptive and analytical approach to the school system 
in Brazil using conventional methods to analyze the 
primary and secondary schools and their efficiency. 
Some of the issues this study will address include 
the following: 
• Age and condition of the schools 
• Number of students 
• Number of teachers 
• Preparation of teachers 
• Classroom materials and equipment 
• Sanitary facilities 
• Budgets for schools 
• Budget management 
• School policy 
• Parental involvement with the schools 
In order to develop this study, the researcher visited 
Brazil for a period of three months. During this time, the 
researcher visited schools; observed classes; and talked 
with teachers, administrators, children, and parents in 
various parts of Brazil. This experience permitted the 
researcher to bring forth informal conversations with 
parents, teachers, and administrators which contributed to 
the basic preliminary parts of this research study. 
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Also, a questionnaire was constructed for teachers, 
parents, and administrators in order to produce more 
meaningful information and understanding of the importance 
of this research study. 
Interviews were conducted on location, in schools, 
homes, the departments of education, museums, and churches. 
Also, government reports, newspaper and television 
accounts, and educational journals produced supplemental 
information for this study. The researcher investi¬ 
gated relations between the public and the schools, and 
contacted schools as well as Ministry officials for 
information and data to include in this study. 
In addition, this study permitted the researcher to 
analyze the enrollment, withdrawals, and dropout rates 
in several Brazilian schools. A standard format combined 
with a sample design permitted the rapid collection of 
information which could advantageously be used to pinpoint 
overcrowded schools or to study increases in student 
population by areas in the city. 
Information was assessed on the age and condition of 
schools; number of students, teachers, and classrooms; 
classroom shifts per day; books; maps; and sanitary 
facilities. The study also describes the budget available 
to each school director and how it is managed. 
The review of the literature will serve as a valuable 
source of information about the historical development of 
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Brazil—its aborigenes, early settlers, and constitution— 
to embrace what Brazil is today. 
Instrumentation 
The research study was conducted in Brazil, in 
various schools in different cities (urban and rural 
locales). Parents, officials, and educators representing 
all grades from kindergarten to grade twelve were inter¬ 
viewed. 
Informational data were obtained by using informal 
questionnaires. Department of Education documents and 
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interviews provided additional data and insights to com¬ 
plete this research study. (See Appendices A, B, and C 
for Questionnaires for Teachers, Parents, and 
Administrators.) 
Data Collection 
The data used in this study were obtained during the 
Summer of 1991 (Brazil's Summer). 
The data from the school population varied from age 
six to age seventeen. 
The survey was used to determine parental attitudes 
toward education and supply background information about 
the child/children and parents. Data from school records 
were also used. 
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The sample was representative of people living in 
cities or towns in Brazil whose addresses could be substan¬ 
tiated . 
The researcher spent three months in Brazil visiting 
schools; observing classes; and interviewing government 
and school administrators and teachers, children, and 
parents in various cities and towns. 
Interviews were no longer than 30 or 40 minutes in 
length, which was a sufficient amount of time to complete 
the aforementioned questionnaire. 
Organization of the Dissertation 
The study consists of six chapters. Chapter I pro¬ 
vides an overview of the research study. It includes the 
background of the problem, statement of the problem, 
purpose of the study, significance of the study, 
methodology of the study, instrumentation, and data col¬ 
lection . 
Chapter II provides the conceptual base for the 
research. It consists of a review of the literature. 
Chapter III discusses the history of Brazil. It 
focuses on social and linguistic differentiation, and 
Brazilian language diversity plus influences. 
Chapter IV centers on the reform and unification of 
the educational system in Brazil. It highlights the 
Ministry of Education and the educational policy of the 
Federal District. 
Chapter V focuses on general education in Brazil 
today. It includes discussion on education and culture; 
vocational, agricultural, commercial, and industrial 
schools; the pedagogical training of teachers of all 
grades; and elementary school education in Brazil. 
Chapter VI includes conclusions of the study and 
recommendations for practical action to improve education 
in Brazil. 
CHAPTER II 
REVIEW OF THE LITERATURE 
An Overview 
In a review of the literature on the history of 
Indians, Blacks, Portuguese, religions, beliefs, culture, 
and language of Brazil, the researcher has evidenced strong 
correlations amongst them in this study. 
Millions and millions of people have contested true 
phenomenon that is not found elsewhere on this planet 
except in Brazil. 
The history of Brazil started when one navigator from 
the Old World arrived and identified the inhabitants, and 
at the same time considered himself to be the first 
colonist of this huge land mass. Several scientists and 
representatives of European governments wrote excellent 
accounts of human and natural life in the country, which 
have been the resource materials for twentieth century 
writers. 
Brazil is spread over a base more than three million 
square miles, the fifth largest country in territorial 
extent in the world. 
Brazil was colonized at different times by men of 
vastly different caliber, background, and ambition; and 
each one of these individuals developed his own tradition. 
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custom, economy, and culture. Each region in Brazil has 
different rhythms (fast, slow, or slower), depending upon 
its accessibility in all types of life, such as education, 
work, life itself, political and social economic position 
(Azevedo, 1950, p. 30). 
Above all, Brazil basically is the land of the 
Indians who, even today, contribute to our natural 
resources. The Indians are the resources of Brazil. They 
have enriched the Brazilians' version of the Portuguese 
language and Brazilian food, and have provided Brazilians 
with natural curative medicines and other natural ways of 
life. 
The social organization and culture of the Brazilian 
Indians, usually of a rudimentary character, varied widely, 
of course, between the agricultural tribes in the forest 
of the Amazon and the communities of the woods that 
extended from the Rio Grande do Sul to the Chaco and even 
to the broad lands of Mato Grosso, "whose culture centered 
around the herds of guanacos and flocks of rheas," as well 
as between these tribes and those of the eastern plateau 
of Brazil who lived by hunting. The pampas Indians of the 
far south, the Indians of the central plain who were mixed 
with the population of Goiaz and the northern part of Mato 
Grosso, and the native of Amazon basin (whose culture 
extended from the Amazon "along the seacoast as far as 
their fragile canoes could carry them"), all had, however. 
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common traits in their material culture (such as the bow 
and arrow, firewood, the art of weaving baskets, and 
stonework), which showed their common origin in a remote 
period (Bates, 1853). 
Bates (1853) seems to confirm the hypothesis of the 
Asiatic origin of the red savage who lived like an alien 
and immigrant in these hot regions "to which climate his 
original constitution was not adapted, and has not yet 
become perfectly adapted." 
Although information about the Indians at the time of 
the discovery is insufficient and ethnological statistics 
on the existing tribes have not been collected, it can be 
said, generally speaking, that the Brazilian native was 
characterized by short stature; copper-colored skin; 
black, straight hair; a broad, flat face; depressed nose; 
Mongoloid eyes (far apart and small), dark chestnut in 
color; and prominent cheekbones. 
The native people, agricultural in nature and some 
hunters, must have been numerous in 1500; but their 
numbers would be difficult if not impossible to estimate 
with any assurance for lack of data. It was known the 
great variety of family groups, such as the Tupi, Tapuia, 
and Arawak, and the Caribe, did exist. The Tupi were 
spread over the coastline from Rio Grande do Sul to Para, 
and from Para through the swampy forest of the Amazon as 
far as the river Madeira. Of the crossings between Indians 
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and Portuguese, Nash (1926) reminds us, "perhaps nine in 
every ten were the women of these extraordinary forest 
people, the Tupi, whose language became the general 
language and whose culture was the most widely disseminated 
in Portuguese America." Relations with the women of the 
country stimulated the mixture of Whites and Indians, to 
whose offspring were the mamelucos. A great many families 
of the north central plateau owe their origin, vitality, 
and the expansive force of their adventurous nomadism of 
the bandeirantes which can be traced to this mixture 
(Azevedo, 1950, p. 31). 
"Jose de Alencar's romance, Iracema," writes 
Peixoto (1938), "is symbolic of the love which the daugh¬ 
ters of the country had for the White adventurer. I 
discovered that it is an anagram for America: might it be 
the intention of the author to describe the nuptials of 
the virgin land with the civilizing colonist." But, 
greater still was the contribution which was brought by 
the extensive wave of African slaves (perhaps 3,300,000, 
according to estimates of Simonsen) collected from a great 
number of different nations and imported on a large scale, 
almost without interruption, until the source was dried 
up in 1850 with the abolition of trafficking in slaves. 
The superiority of the Negro culture to that of the 
Indians, the intimacy of contact which the slave regime 
was not slow in establishing between the two races, and the 
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utilization of Negroes for domestic services opened a 
large field to this new form of race mixture, favoring 
everywhere, in the expression of Gilberto Freyre, "those 
loves of the master and the slave which the patriarchal 
colonial system permitted itself" (Azevedo, 1950, pp. 
30-32) . 
The miscegenation which was practiced on a large 
scale in Brazil, according to Freyre (1934) , was a correc¬ 
tive for "the social distance which otherwise would have 
remained enormous between the big house and the slave 
quarters." It reduced it, undoubtedly. But, in the 
ethnic and social stratification, the Africans, the 
Brazilians, the Negroes, and in general the mixed bloods 
of African origin continued to find their place in the 
lower social levels, even when the Negro slaves showed 
higher culture than that of the Indians or even of the 
Whites. It was common, even frequent, to find a Brazilian 
who was a descendent from Indians boasting of his origin, 
speaking with pride of his "caboclo blood," and feeling 
more Brazilian because there ran in his veins the blood of 
the autochthonous race mixed with that of the White. The 
same thing did not occur with the mulatto, who sought, as 
he still does, to conceal his African origin rather than 
boast of it. 
The three races (White, Indian, and Black) are dis¬ 
tributed in the ethnic stratification, in superimposed 
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levels with rank order. Racial prejudices, if they never 
reached the point of creating an opposition, always existed 
among us, too, as principles of social classification 
(Freyre, 1934). 
The difficulty of determining the anthropological 
structure of the elements (White, Indian, and Black) that 
entered into the makeup of the people, and the influence of 
each of them in the constitution of the national type, 
comes not only from the variety of types of each of these 
races but from the geographic distribution of the elements 
and the different proportions in which they are mingled 
in different regions. There was not only, in our ethnic 
origin, a mixing of three radically different races but 
also two alien races—White and Negro. When they arrived, 
they had already been subjected to repeated crossings; on 
top of this, they mixed with the American Indians in a 
true melting pot. The White colonists from Portugal came 
from an ethnic group that was extremely complex in its 
makeup. In the peninsular population, says Oliveira 
(1922), there were two fundamental groups: "a tall, 
blond dolichocephalic, with the habits of the nomad; and 
the conqueror, another darker in color, small in stature, 
dolichocephalic or brachycephalic, of sedentary and 
pacific habits" (pp. 311-314). 
In the conquest and discovery and emigration to the 
New World, Oliveira (1922) thinks that it was the blond. 
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long-headed type (Homo Europeus, of Lapouge) that took the 
lead; this type was preponderant in the aristocratic class 
and was given to migration. On the other hand, the 
brachycephalic, short man (Homo Alpinus, of Linneaus), who 
formed the basis of the middle and lower classes, came 
later in a great stream of colonists, especially after the 
discovery of the mines. This hypothesis, however, does 
not have sufficient evidence to support it, and has not 
been confirmed by later researchers. 
The variety of types in the two subject races adds 
even more troublesome difficulties to the problem: the 
aboriginal population, in which there are subsumed under 
the common name Homo Americanus at least two groups (Tupis 
and Tapuias), subdivided into a great variety of savage 
tribes. In spite of its complexity, much less rich in 
anthropological types than the Negro race, are the masses 
of imported slaves who came from various parts of Africa. 
According to Ramos (1937), who relates all the Negroes 
who came to Brazil to Sudanese and Sudanese-Mohammedan 
culture and to the Bantos, these African groups, coming 
from a great variety of tribes and "nations", vary not 
only in their culture (three, at least) but also in dis¬ 
tinctive somatic traits and psychological characteristics 
(pp. 25-49). We still have to explain, if we ever can, 
almost all the problems posed for pure anthropology by 
the diversity of peninsular types, Negro and American 
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types, which came together and were mixed in the great 
melting pot in the first three centuries after Brazil's 
discovery. 
Nearly all known ethnic stocks have contributed to 
the present-day racial elements of which Brazil's popula¬ 
tion is composed. However, until well along in the 
nineteenth century, Portugal's colonial policy was one of 
severe restriction of immigration, with the result that 
the bulk of the people in Brazil are descendent from the 
three more important strains: 
(1) The Portuguese colonists; 
(2) The Native Americans whom the colonists 
enslaved and by whose women they produced 
a mixed-blood offspring (the mamelucos), 
whose exploits as Indian hunters probably 
have never been equalled); and 
(3) The millions of Negro slaves who were 
imported from Africa. To these only need 
be added the elements introduced by immi¬ 
gration of Europeans (especially Italians, 
Germans, and Poles) during the late nine¬ 
teenth and early twentieth centuries, and 
the importation of Japanese since 1908. 
If one would know the reasons underlying Brazil's 
population history, one should first remember that the 
central theme of the nation's social and economic history 
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is falta de bracos, which can best be translated as "lack 
of hands" to secure a cheap supply of agricultural labor 
that has been the dominant motive in Brazil's population 
policy from the earliest colonial days to the present. 
During the early centuries, the need of workers on sugar 
plantations in Bahia, Pernambuco, the lower Paraiba, and 
other coastal areas dominated the national immigration 
policy and determined the elements that were added to the 
population. In later years, Sao Paulo's coffee and cotton 
tazendas have played a similar role. Therefore, a brief 
consideration of Brazil's struggle to secure an abundant 
labor supply for its agriculture is a logical beginning in 
the analysis of the elements that have entered into its 
population makeup (Smith, 1963, pp. 51-52). 
Therefore, three races (White, Indian, and Black) 
contributed to the development of Brazil, but the 
Portuguese language also received influence from those 
three elements. It migrated from one people to another; 
and even when it did not cross frontiers of a state or the 
limits of the language in which it was formed, it passed 
from one class or social group to another, taking on 
"distinctive tonalities which fasten upon them and ended 
by adhering to them," and which come either from the 
particular mentality of groups existing side-by-side 
within a given society or from the genius of the people 
to whose language they have been transferred. Thus, while 
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the general activity of a society tends to standardize 
language, shaping it in its own image, the action of sub¬ 
groups tends to make for differentiation, at least insofar 
as the vocabulary is concerned. "Every science, art, or 
trade in composing its terminology marks with character 
words in common use" (Breal, 1906, p. 285). 
All this diversity of interest, tendencies, 
ambitions—this constant search for new ways and fascina¬ 
tion of a broad horizon—grew, differentiating the culture, 
race, and language in Brazil. However, education also 
became modified and took a different direction. Education 
modification was necessary, because the country's education 
necessity grew also with great intensity. Education reform 
was then granted by the Government, and new curriculum 
reform was approached. 
The ideal educational progress allowed for by the 
existing system implies four years of primary education 
followed by seven years of secondary education in the 
ginasios divided into two parts. The first part lasts 
four years and allows for no specialization; and the 
second part last three years and is divided into two broad 
groups known as classics and science. There are also 
secondary schools for more specialized, commercial, techni¬ 
cal, industrial, and agricultural studies (Camacho, 1952). 
There was no elementary teacher training before 1889 
in the country (except for some isolated experiments) 
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outside the so-called "normal school" destined to train 
primary school teachers. The progress of this really 
began after 1889 under the influence and in the warmth of 
Republic ideals. These institutions, which existed in all 
states and received (after 1928) in the Federal District 
the first attacks upon their traditional structure, were 
reorganized by the reform in 1932 in Rio de Janeiro and 
Sao Paulo. These two reforms called for (1) a specific 
training which would educate the primary teacher at his or 
her level, and (2) reform geared to the secondary one. 
For teaching in the high schools (on a higher level and 
with greater responsibility), there was not required, 
however, that special preparation which for more than 
fifty years had been claimed and imposed upon the primary 
school teacher (Azevedo, 1950, p. 520). 
A synthesis of the cultural and educational develop¬ 
ment of the country presents a general historical picture. 
It has not been constructed, according to a chronological 
plan (a strict plan of pure historians); but on the 
contrary, with a sociological attitude, it is one of 
analysis and of interpretation which would permit us to 
detach from the complex network of facts, activities, and 
reforms. The movement of ideas and the most significant 
phenomenon appeared to dominate education in the various 
phases of its development. In 1934, a secondary education 
was organized. The Ministry of Education and Health, the 
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Superintendency of Industrial Education (into which the 
Inspectorate of Professional and Technical Education 
began in 1932), was thus transformed. It was created the 
same year that the Federal Technical University of which 
the National School of Chemistry came to form a part 
(Azevedo, 1950, p. 445). 
In Sao Paulo, the Agricultural School was founded and 
approved by decree according to the legislative authoriza¬ 
tion of 1903 which included elementary, middle, and higher 
courses (the last of which was the training of professors 
of agriculture, industrial managers, experts in agricul¬ 
tural services, and agronomists). The Brazilian schools 
and universities, initially adjusted to the European 
pattern and subject matter to a direct and uniformed 
influence of the central government but hesitated in their 
search for new forms, better adapted not only to the neces¬ 
sities of the time but also to the economic and cultural 
peculiarities of each region (Azevedo, 1950, p. 446). 
With the scarcity in the country of teachers to teach 
at the schools and universities, additional professionals 
were hired from abroad, such as the French, Italians, and 
Germans, who worked in the Faculty of Philosophy, Sciences, 
and Letters of the University of Sao Paulo. The Faculty 
of Philosophy and Letters, and that of the Sciences of the 
University of the Federal District, came under this juris¬ 
diction . 
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Although all education in the country is subject to 
general supervision and basic principles established by 
the Federal Government, it is nevertheless under the 
direction and control of the Boards of Education and 
Health. The individual state has a wide degree of autonomy 
and latitude. These schools are, however, under the 
Directorate of the Federal Government and are not com¬ 
pletely autonomous. 
Modern civilization of a profoundly industrial and 
technical character is the epoch of specialization; and 
specialization in Brazil is restricted in the field of 
education to higher professional education during the 
Empire which began in the field of the liberal professions. 
Hence, at least in part, the conflict between the present 
tendencies of secondary education and the three hundred 
year-old tradition which made of it in the colony an educa¬ 
tion in the humanities as an end in itself and in the 
Empire. It linked exclusively to the liberal professions 
to which it gave access, conserved the humanistic charac¬ 
ter, and accentuated it; and by that character, as by that 
bond, provided all the appearance of an anti-democratic 
culture, one of the privileged classes. 
In contrast to North America, in which the history of 
higher education is closely connected with that of reli¬ 
gion and the organization of churches under the influence 
of different religious sects, it is the history of 
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secondary education and not that of higher education which, 
in Brazil (from the beginning of the colony), was bound up 
with the history of religion—especially with that of the 
Jesuits. However, a new pedagogical revolution, probably 
inspired by the school policy of the French Revolution, 
brought innovative ideas of teaching and curriculum 
organization (Azevedo, 1950, p. 496). 
No other group or system (in fact, down to 1930) 
impressed upon the system of education a more vigorous 
social direction (as nationalist as possible) nor took more 
into account in the whole picture than did the nationalist 
movement. This movement was comprised of individuals who 
desired a change and whose ideas promulgated new modifica¬ 
tions throughout the Brazilian educational system. 
Brazil Today 
Based on findings from interviews conducted in Brazil, 
problems encountered in the school system are derived from 
poor school organization by the Government. Without 
organization, there will be no learning. 
One of the baffling problems for Brazilian educators 
is "school evasion" (as it is called in Brazil). The per¬ 
centage of dropouts each year indicates that the holding 
power of the elementary school is not high. Among the 
factors reportedly contributing to the high dropout rate 
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are untrained teachers, lack of interest, poor facilities, 
rigid curricula, and outside work. Many children do not 
stay in school long enough to learn the rudiments of read¬ 
ing and writing, much less gain a concept of health and 
sanitation and the opportunities in the world about them. 
Of the nearly five million children in elementary 
school, more than 50 percent are enrolled in the first 
grade and roughly 10 percent are enrolled in the fourth 
grade. In the fifth grade, the figure drops about 5 per¬ 
cent. Nationwide enforcement of the compulsory education 
law cannot be the answer until facilities are multiplied 
to the point where all children can be accommodated 
(Filho, 1986, p. 2). These statistics show the disparity 
in Brazil's educational system. 
Some basic studies were conducted in 1985-1986 on 
school attendance. First, the studies showed that children 
with repeated failures sometimes stayed in elementary 
school for seven years. These failures blocked promotion 
of 68 percent of the pupils enrolled in the first grade, 
42 percent enrolled in the third grade, and 23 percent 
enrolled in the fifth grade. In fact, elementary schools 
have served children up to age fourteen. First-grade 
rural area enrollment included children from seven to more 
than twelve years of age (Moreira, 1955, pp. 25-29). 
Three different conclusions became clear. They 
are: 
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(1) What we thought could be taught in five 
years should take, on the average, seven 
years; 
(2) The Brazilian people show a greater 
interest in education, as is made clear 
by the increasing enrollment and by the 
fact that even adolescents in rural areas 
are seeking education in the elementary 
schools; 
(3) The system of elementary education is 
still far from being sufficient for the 
people's interests and needs. 
Azevedo (1950) states that 65 percent of the children 
enrolled in Brazilian schools will have fewer than three 
years of elementary schooling, and that 60 percent will 
quit school without learning the basic skills of reading 
and writing. He believes the principal reason for this is 
the selectivity of the elementary schools, which offer a 
kind of elementary intellectual training that only a few 
children can understand and master. Azevedo (1950) also 
points out that about 12 percent of the elementary pupils 
go on to attend secondary schools and about 8 percent of 
the secondary school enrollment go on to attend higher 
education. Some believe that this intellectual training 
results in selection of the most gifted (Azevedo, 1950, 
p. 163) . 
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Brazil has not invested the money nor the material 
resources to make public education available to all citi¬ 
zens. Five million children are receiving primary 
education—about 85 percent of them in free public schools 
and the remainder in private schools where parents pay 
tuition. But even so, more than one million children live 
within reach of a school that has no room for them. 
A large percentage of public school buildings have 
four shifts to accommodate all children. Most of the time, 
buildings are too inadequate to accommodate them. The 
tax-paying ability is also low, so that the educational 
problem is part of the fundamental economic problem of the 
whole country. The present Constitution requires that 
states and counties expend 20 percent of their income on 
education—on programs for modernizing education and on 
providing new public school buildings (Hunnicutt, 1969, 
p. 318) . 
However, the preparation of primary school teachers 
has been sporadic. According to Landau (1956), who states 
that the first publicly maintained teacher training schools 
were established as early as 1834, training has been 
limited and the lack of it still poses problems. Landau 
cites a recent nationwide survey showing that 48 percent of 
elementary school teachers had no professional training for 
their work with a minimum of four years of elementary 
education (Landau, 1956, pp. 12-15). 
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Brazilians recognize that there are many shortcomings 
of the schools that can be attributed to inadequate teacher 
training. Educators are endeavoring to face this problem. 
They have initiated additional training programs at the 
various levels of teacher education. Not only are programs 
and enrollment increasing, but the quality of instruction 
and curricula are improving. The needs of the pioneer 
communities are being recognized as different from those of 
established communities, and the needs of agricultural 
regions as different from those of industrial centers. 
In many communities, sociological studies now precede 
curriculum change as a basis for steps to increase teaching 
effectiveness and attract more students. Curriculum 
expansion beyond reading and writing is recognized as 
necessary if the personal goals for children and the role 
of the school are to come closer together (Freyre, 1970, 
pp. 536-537). 
These needs have prompted the Federal Government to 
become increasingly active in teacher education. Since 
many states lack the economic base to assume financial 
responsibility, the Government is assuming a greater 
share of that responsibility. From the United Nations 
Educational, Scientific, and Cultural Organization 
(UNESCO) and the United States, it has sought and received 
assistance to improve curricula and teachers' education 
as one means of raising its people's living standards and 
43 
enhancing their stake in democracy (Freyre, 1970, 
p. 540). 
Data from the Ministry of Foreign Affairs (1940, 
p. 533) state that in the nineteenth century, practically 
all primary education was carried on in the private schools, 
usually of a single class and employing the most antiquated 
methods. 
In the few public schools of the time, reading, 
writing, spelling, arithmetic, and religion were the only 
subjects taught. Those who could afford to do so sent 
their children to private schools, but they were not much 
better than public schools. Lessons were studied aloud, 
learning by rote. The most advanced pupils in arithmetic 
might do one or two problems in a day, if they could do 
them without the master's help. By the middle of the 
century, the general conditions in Brazilian public schools 
were still no better than those which Horace Mann had seen 
earlier in Massachusetts, where he found conditions in 
schools "perhaps not appalling, but judged by our 
standards today extremely bad. The teachers were usually 
inferior (continuing even today) and consistently under¬ 
paid; texts and teaching methods were alike antiquated and 
pedantic; the buildings were improperly lighted and venti¬ 
lated; and worst of all, the schools were under the control 
of local trustees who all too frequently let the twin con¬ 
sideration of gaining a narrow religious sectarianism 
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eclipse what little educational light they may have had" 
(Fausto, 1959, p. 119). 
The number of children to be educated today is much 
larger than twenty years ago. Illiteracy among adults is 
a problem in itself. In a study conducted a few years ago 
of 100 families in the interior of Brazil, the average 
number of persons per family was found to be six. Though 
the birth rate among Brazilian families in the big cities 
is decreasing, better health conditions and large families 
in the rural and laboring classes continue to give the 
country a rapid increase in population. So the problem 
of mere physical equipment in education—schools to house 
the pupils, desks, blackboards, etc.—are of great 
magnitude. The large proportion of the population which 
has an extremely low standard of living also aggravates 
the difficulties (Fausto, 1959, p. 124). 
People in Brazil are concerned with the educational 
problem. The daily and weekly newspapers, magazines, and 
pamphlets; public speakers; and government authorities 
constantly stress the need for improved education and 
adequate funding. By law, public school primary education 
is free and compulsory. The law cannot be enforced for the 
lack of funds and schools, but it shows the ideal in view. 
Public primary education has been entirely under state 
supervision and provided for by state and country funds. 
Recently, the Federal Government has begun to supply 
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supplementary funds to some of the weaker states, espe¬ 
cially those where large groups of immigrants have settled 
and much of the primary education was formerly done in a 
foreign language. At present, it is against the law to 
carry on primary work in any language but Portuguese. This 
is advisable to hasten the nationalization of foreign ele¬ 
ments in the population. 
Federal aid, from special funds, for the construction 
of 1,500 rural primary schools of a simple type of con¬ 
struction (with residences for teachers) have been planned. 
The units will consist of one or more classrooms (Ministry 
of Foreign Affairs, 1940, p. 533). 
All these arguments should be taken as positive proof 
to improve the relationship not only with the Government, 
but also with teachers and administrators to promote better 
school achievement among children. It seems only logical 
to expect that more motivated children and parents will 
seek out and contact the school, and the parents will be 
able to educate their children. 
Perhaps more importantly is the role the school could 
play in supporting families in their attempt to educate 
their children. Given the still anomia state of life in 
cities and towns in Brazil, the absence of private or 
governmental organizations that aid families in distress, 
the school stands alone as an institution which can 
help parents to carry out their responsibilities and 
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fulfill their dreams (McGinn & Russell, 1969, pp. 
156-159) . 
Finally, probably of greatest importance is that 
teachers and school administrators must be trained to 
promote family and community conditions which foster 
enrollment, attendance, and achievement of the children. 
The school must consider its task to include attempts to 
ameliorate the disruptive and destructive conditions under 
which families and children exist. Failure of the school 
to assume this responsibility in Sao Paulo and in other 
cities and towns in Brazil can only mean that the school 
will continue to be a highly inefficient organization 
serving only a privileged minority (Medio, 1955, p. 16). 
However, the number of poor children is growing in 
the country year by year, unable to attend school because 
of the lack of school funds and an opportunity to have 
qualified teachers to accept the challenge of educating 
the masses. 
Children of illiterate rural parents live in "malocas" 
(shacks) and are deprived of all cultural stimulation. 
These are children who need whatever Head Start programs 
are available in the primary school to compensate for their 
bleak home background. If the resources were available 
and programs were launched in primary schools, they could 
be adequately supported, providing flexible courses. 
Until a well-developed readiness and enrichment program is 
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devised, teachers are trained, educational materials are 
designed and developed, and suitable physical surroundings 
are provided, the program will no doubt only be a baby¬ 
sitting operation. 
What is missing is political action from the 
Government to resolve the educational problems. Politics 
is great at talk, but it fails in action. 
On every measurable indicator of educational service, 
quantitative and qualitative, rural schools in Brazil 
suffer by comparison with even the worst urban schools. 
Highly centralized federal systems, managed from remote 
ministries in the capital city, have failed to translate 
even the most meager benefits of education to rural 
regions. Rural facilities are rudimentary and the cost 
for a rural classroom in Brazil is a fourth of that in an 
urban classroom. The Mayor of the City of Sao Paulo 
announced that the year 1992 was to be the year of produc¬ 
tivity. She affirmed that 60 new rural schools would be 
constructed in the state of Sao Paulo. This construction 
plan would be well-distributed in order to improve the 
educational programs in the most needed rural areas. But, 
unfortunately, most serious of all deficiencies is the fact 
that no effective school system really exists in the 
interior of Brazil. Also, these 60 schools would not be 
enough to accommodate all the needs of the children of the 
city or state. In Brazil, school officials may not be 
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educators at all, but merely provincial lawyers who take 
on a host of government jobs to supplement one's income. 
Even if he or she were a dedicated and able educator, there 
are rarely travel funds, and the provincial education 
officer may never in his or her entire career visit the 
schools which he or she presumably supervises. The pro¬ 
vincial or state officer spends such time as he or she 
spends supervising the compilation of statistics (most of 
which are inaccurate) for transmittal to the Ministry of 
Education (Ministerio de Educagao e Cultura, 1956). 
In most rural schools in the city of Sao Paulo and 
other cities in Brazil, there was no supervisory control. 
Schools were more often than not, one-room, one-teacher 
affairs, which either ended at the second or third grade 
or made a pretense of offering education in all grades. 
There were no textbooks or supplementary materials. 
Teachers poorly trained or not trained at all have no 
qualifications beyond a shaky grip on fundamental literacy. 
It was that kind of education in 1950 and it is not very 
different in 1992. The educational programs have made 
some improvements, but not enough to supplement the needs 
of each individual student and not enough to provide ade¬ 
quate education for all children—rich or poor. Children 
enter an inadequate school, spend a few years of desultory 
squinting at the blackboards, and drop out before they 
attain any benefit from the experience. For this reason, 
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the wastage rates are enormously high in rural areas, both 
in Sao Paulo and the rest of the country of Brazil. 
Today, because of the high rate of private school 
tuition, parents can no longer afford to pay for the educa¬ 
tion of their children. Beginning February 15, 1992, six 
million children from private schools have applied for 
public school admission. Those six million children from 
upper middle-class families will have a better opportunity 
of being accepted in public schools than poor children. 
Once again, poor children will lack an opportunity to be 
transferred to rural schools and will be left to fend for 
themselves on the streets because there are not enough 
public schools for all. So, many educational and political 
factors always operate against the poor. More than ten 
thousand poor children in Sao Paulo are in the streets 
(Sao Paulo, Brazil, Television Newscast, February 21, 1992). 
This is a rough estimate, since no accurate statistics of 
these "lost" children are available. 
Another sad fact is that many Brazilian children are 
cast out of their families. Some are sent abroad so that 
their vital organs can be utilized and others sniff glue 
and become addicted. In addition, a large number are 
killed by the Government of Brazil to elimitate them from 
the streets. The plight of these children is evident 
(Sao Paulo, Brazil, Television Newscast, 
January 17, 1992). 
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These children make a living by stealing, committing 
crimes, using drugs, alcohol abuse, and are involved in 
prostitution. The Government of Sao Paulo, or Government 
of Brazil, has failed to provide basic services to those 
youngsters of education, health, and housing in order to 
stimulate physical and cultural amenities. This kind of 
rudimentary system is going from one generation to another 
without any help from federal, state, or city government. 
Brazil has not yet had a strong development of any pro¬ 
gram, whether it be education, sanitation, urbanization, 
or improvement services, for a better living for its 
people. 
Sanitary facilities do exist but are inadequate. No 
amenities, such as soaps or toilet tissue, are available. 
Children who have some finances bring their own supplies. 
There are inside flush toilets but not enough for the 
overall population. 
Lastly, no facilities are available for handicapped 
children, not in either urban or rural areas. These 
children are totally ignored and neglected. This segment 
of the population is also invisible. 
CHAPTER III 
AN OVERVIEW OF BRAZIL'S DEVELOPMENT 
Introduction 
Many strands are woven into the colorful tapestry of 
Brazilian life and culture, but the dominant pattern was 
set by the Portuguese. It is to Portugal that the great 
majority of Brazilians owe their language, religion, and 
customs. Although Portugal is a small country and is 
faced with numerous challenges, it managed to colonize the 
vast territory of Brazil, establish an integrated way of 
life in spite of regional differences, and preserve the 
unity of its language. But in the shaping of Brazilian 
culture, as in the formation of a Brazilian identity, a 
significant role was also played by the native Indians, 
Black Africans, Europeans, and other settlers. 
The Portuguese language has been the chief integrat¬ 
ing factor since the early years of colonization. As 
spoken in Brazil, it sounds softer, more melodious than 
the Portuguese of Europe. Its accent and vocabulary, 
enriched with words of Indian and African origin, set it 
off from the language of the mother country, much like the 
differences between American and British English. Even 
within Brazil, though, there are differences in the 
musicality of the spoken language from one part of the 
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country to another. Encouraged by the cordial Brazilians 
who will try to understand any level of competence in their 
language, foreigners do not find Portuguese difficult to 
learn (Pekic, 1990, p. 205). 
Brazilian culture has been deeply influenced by Roman 
Catholicism, another basic force of cohesion. In this 
country with its great variety of faiths, religious 
tolerance prevails just as the mixture of races resulted 
in racial tolerance. Though most Brazilians are baptized 
into the Church of Rome, a large proportion are not prac¬ 
ticing Catholics. For many, Catholicism is a kind of 
social tradition (baptism, marriage, funerals, and Sunday 
Mass). 
In time, the Amerindians, Black Africans, and people 
of mixed ancestry came to accept the Portuguese way of 
life, adapting it to the environment. Even so, in some 
parts of the interior the influence of Indian and African 
culture is still very powerful. 
The Indian contribution to the Brazilians' cultural 
heritage is considerable. From the Indians, the European 
settlers learned much about adapting to their new surround¬ 
ings. Corn, manioc, and other crops cultivated by the 
Indians are still planted. Also in use are ways of fishing 
and river transportation, cooking utensils and dishes of 
Indian origin, medicinal herbs, and the Indian Tupi 
language, once widely spoken in the colony. Many Indian 
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names for plants, animals, rivers, places, and mountains 
have entered into Brazilian Portuguese. Some of these are 
now used even in English, for example, tapioca and cashew 
(acaju). 
The Indian contribution is most apparent in the Amazon 
basin, where rubber-collectors (seringueiros) and isolated 
farmers have preserved many Indian customs and beliefs. 
African influences on the Brazilian way of life are 
strongest in the northeast and along the coast north of 
Rio de Janeiro. In Salvador, the capital of the state of 
Bahia, a visitor will encounter a series of traditional 
dishes of African origin, such as vatapa (made of manioc 
flours, coconut oil, fish, shrimps, and many spices) and 
aracaje (beancake fried in coconut oil). 
African rhythms are very much present in Brazilian 
folk music, especially the samba. 
An understanding of these racial, ethnic, religious, 
and regional elements is essential for an appreciation of 
the spirit of Brazil, its roots, and its unity despite 
diversity. In time, regional differences shaped different 
kinds of people. In the north, gathering latex in the 
Amazon basin, live the isolated seringueiro. The sugar 
cane and cacao planters in the northeast also have their 
specific character, while in the interior lives a type of 
cowboy, the tough vaqueiro, entirely clad in leather as 
protection from the thorny bushes of the region. 
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Rio de Janeiro is famed for its cosmopolitan charm and its 
good-looking inhabitants, especially its beautiful women 
who open their hearts at carnival time. The energetic 
people of Sao Paulo are called the "Yankees" of Brazil 
because of their business acumen. The southern state of 
Rio Grande do Sul is known for its gauchos, the cowboys of 
the pampas (Pekic, 1990, p. 206). 
Since the very start of European colonization, a 
unique process of racial intermingling has been a feature 
of Brazilian life with union between Whites, Amerindians, 
and Blacks. In the twentieth century, Japanese, as well, 
have produced a population with every possible shade of 
skin color, and, consequently, a high level of racial 
tolerance. All the races and nationalities integrated in 
Brazilian society have made some contribution to its 
culture, way of life, religious traditions and customs, 
its songs and dances. 
Brazil, with its extensive and fast-developing land, 
soaring skyscrapers overlooking squalid shanty towns 
(favelas) without running water or electricity, vast 
natural riches and a huge foreign debt, has a multitude 
of problems. Dynamic changes in both industry and on the 
land have accelerated the movement into cities and 
encouraged perpetual migrations in search of work or better 
pay across the whole territory of Brazil. This acts as 
55 
an integrating factor, heightening the sense of national 
identity, of being Brazilian. 
The conviction that a country must have self-respect 
and be true to itself in order to deserve the friendship 
and respect of the international community was expressed by 
Brazilian Jurist Ruy Barbosa, defending the concept of 
equality of states and dignity of nations at the Hague 
Conference of 1907. It is an attitude much fostered in 
Brazil today (Pekic, 1990, pp. 6-7). 
Despite its present financial difficulties, the 
Brazilian economy, its sights set on the twenty-first 
century, has a most impressive list of achievements. In 
the sphere of industry and mining, it takes second place 
in the world in production of iron ore; third place in 
aluminum and tin; fourth place in gold, steel, manganese, 
potash, and ship-building. In agriculture and livestock 
production, it is the world leader in coffee, sugar, and 
cacao; second in soybeans and orange juice; third in corn; 
fourth in beef; fifth in cotton. As an exporter of farm 
produce, it is surpassed only by the United States (Pekic, 
1990, p. 7) . 
Brazil is a country of incomparable panorama with 
lush greenery; vast expanses; elegant colonial buildings 
and stunning modern architecture; vibrant, colorful life 
in its cities; and, above all, the warmth and spontaneity 
of its vivacious people. 
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Brazil was discovered by the Portuguese in 1500. 
It remained a Portuguese colony until 1822. In 1889, 
it became a republic. It is one of the largest countries 
in the world, with a total area greater than mainland 
America. In 1986, it had a population of 135 million, 
concentrated in urban areas along the coastal strip. 
The two largest cities are Sao Paulo (18 million) and 
Rio de Janeiro (9 million). Three other cities have 
populations of over 2 million, and at least another five 
cities each contain over 1 million inhabitants (Hardy, 
1990, p. 3) . 
Most of the people (59 percent) live in the south and 
southeast of the country. In contrast, only 5 percent 
of the population lives in the north, which covers more 
than 40 percent of the land mass. There is a clear divi¬ 
sion between the poorer areas in the north, northeast, 
and interior of the country, and the more developed and 
prosperous south. Average life expectancy in the northeast 
is only 28 years, compared with 63 years for the country 
as a whole. Industry and agriculture are concentrated in 
the south. The state of Sao Paulo produces more than half 
of the country's cotton and sugar, and 90 percent of 
Brazil's motor vehicles. There is also a great discrepancy 
between the rich and the poor. Nearly one-quarter of 
Brazilians are illiterate, and nearly 40 percent are 
unemployed (Jaguaribe, 1988, p. 11). 
57 
Fifty percent of the total income goes to 10 percent 
of the households, while 40 percent of Brazilians earn 
less than 10 percent of the total income (Business 
International Corporation, 1981; Brazil-Canada Chamber 
of Commerce, 19 86) . 
Brazil enjoyed a large economic boom between 1968 
and 1973, when annual growth was 11 percent. Between 
1974 and 1980, this growth slowed but continued to reach 
6 percent annually. Real gross domestic product (GDP) 
more than quadrupled between 1960 and 1980; and real per 
capita GDP increased by 250 percent (Bonelli & Malan, 
1987; Dominguez, 1987, pp. 13-47). At that time, the 
1980s, however, brought about a recession as a result of 
the oil crisis, world recession, depressed commodity 
prices, persistent inflation, and the austerity measures 
imposed in response to the International Monetary Fund 
(IMF) demands. In 1981, the gross domestic product (GDP) 
fell, for the first time since the 1930s, by nearly 
2 percent, and by another 3 percent in 1983. Between 
1980 and 1983, the real GDP fell by 10 percent (Dominguez, 
1987, pp. 241-269). It reduced the per capita GDP from 
U.S. $2,300 in 1981 to U.S. $1,600 in 1985. The result 
was a large foreign debt (U.S. $100 billion by 1984), 
three-digit inflation, and high unemployment (Bonelli & 
Malan, 1987). In 1984 and 1985, the economy started 
to grow again and a package of economic measures. 
known as the Cruzado Plan, suggested that the economy was 
under control. It was short-lived, however; and in 1987, 
inflation increased and debt repayments were suspended 
until 1988. 
Brazil had experienced both constitutional democracie 
and dictatorships. Today, it is a federal republic com¬ 
prised of 23 states, 3 territories, and the Federal 
District of Brasilia. In 1964, the military took over 
the government of the country. Following a period of 
repression, the 1980s saw a gradual opening of the 
political system. In 1985, the first civilian government 
since 1964 took office in "The New Republic", charged 
with bringing about the restoration of full democracy. 
The President of Brazil presides over the Congress, 
which consists of two chambers: the Senate, comprised 
of three members of each state, and the Chamber, which 
has over 400 Deputies, in which states are represented 
according to population. The new President is the first 
to be chosen as a result of direct election (in November, 
1989), since 1964. A new Constitution has been approved, 
which consists of over 400 articles pertaining to 
all aspects of Brazilian life, including higher education. 
New laws have yet to be passed that will operationalize 
the new Constitution, and it is expected that the 
new government of Brazil will take on this responsi¬ 
bility . 
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At the present time, President Fernando Collor de Melo 
has been impeached and the Vice President, Itamar Franco, 
has taken over leadership. 
Literature 
The beginnings of Brazilian literature in the 
eighteenth century were under the sign of the great 
Encyclopedists, the French Revolution, and the wars for 
independence in North America. The nineteenth century saw 
a growing trend toward autonomous literacy expression, 
though the influence of Portugal remained strong. 
Combining cosmopolitan values and local features, 
Brazilian literature is a reflection of Brazil's mixed 
racial and cultural heritage. 
Joaquin Maria Machado de Assis (1893-1908), possibly 
Brazil's greatest novelist, served as the first president 
of the Brazilian Academy of Letters in 1897. His novel, 
purporting to be the posthumous memoirs of Bras Cubas, 
Memorias Postumas de Bras Cubas (translated as The Epitaph 
of a Small Winner), published in 1881, provides an 
unidealized description of the Brazilian scene in the late 
nineteenth century, given with great depth of psychological 
observation (Pekic, 1990, p. 206). 
Euclydes da Cunha (1866-1909) wrote one of the most 
influential books in Brazilian literature. Os Sertoes 
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(translated as Rebellion in the Backlands), in 1902, which 
was essential for an understanding of life in northeastern 
Brazil. For some of the impoverished inhabitants of the 
Northeast, owing to their miserable living conditions, 
Catholicism assumed a bizarre form of messianism. The 
chief of a poor village in Bahia, Antonio Conselheiro, 
regarded as a prophet, managed to repulse several police 
expeditions until finally the entire community was wiped 
out by the army. Historically true, the episode is 
brilliantly described in this powerful book. 
Jose Pereira de Graca Aranha (1668-1931), a diplomat 
in Europe for many years and a member of the Brazilian 
Academy of Letters, was preoccupied with the problems of 
Brazilian civilization, while from Europe he took the 
latest esthetic and philosphical ideas. In his novel, 
Canaan, published in 1902, he portrays the life of German 
Pomeranian colonists in the state of Espirito Santo and 
the conflicts within the Brazilian melting pot. 
The works of these authors laid the foundation for 
a literacy movement concerned about the future of 
Brazil. 
Gilberto Freire (1900-1988) made significant contribu¬ 
tions to the study of Brazilian history to literature. 
His novel, Casa Grande e Senzala (translated as The Masters 
and the Slaves), published in 1933, is an historical and 
literary masterpiece about the slave system in the 
61 
northeast section of the country. With this and two other 
books. The Rich and the Poor (Sobrados e Mocambos), pub¬ 
lished in 1936, and Order and Progress (Ordem e 
Proqresso), published in 1959 (also noted as Brazil's 
motto), he completed his analysis of the formations of 
Brazilian society. 
Jorge Amado, born in 1912, was certainly the best 
known, most popular, and most translated Brazilian 
novelist (some forty foreign editions). His novel. 
Terras do sem fim (translated as The Violent Land); 
Gabriela, Cravo e Canela, in which the main character 
(the popular, cinnamon-skinned Gabriela) smells of cloves; 
a book about shepherds (Pastores da Noite); another 
book about men weary of war (Tereza Batista Cansada de 
Guerra); and finally a novel about a big ambush (Tocais 
Grande a Face Obscura), are truly poetic accounts with 
a serious social content depicting northeastern Brazil 
and particularly the Brazilians of mixed ancestry who 
live there. 
Carlos Dummond de Andrade (1902-1987) was the 
first Brazilian poet to gain wide recognition in the 
post-modern period. His approach is based on a critical, 
realistic attitude toward himself, toward living beings, 
and toward objects. The world society-literary critics 
acclaim his work as a high point in Portuguese 
poetry. 
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Brazilian Art 
Painting 
The first painters of the sixteenth century colonial 
period were Jesuit and Benedictine missionaries. Then 
the Dutch expeditions of the mid-seventeenth century came. 
Flemish artists painted flora and tropical scenes. 
Eighteenth century Brazilian Baroque art reached its 
zenith during the "gold cycle" in the cities of Ouro Preto, 
Salvador, Recife, and Olinda. 
In the following century, artists in Brazil were 
influenced by successive European trends—late Neo- 
Classicism, Romanticism, Impressionism, and in the early 
twentieth century. Academicism and Modernism. 
Brazil's best-known modern painter and, indeed, one 
of the most outstanding Brazilian artists of this century 
is Candido Portinari (1903-1962), the son of Italian 
immigrants. 
Of special significance was Portinari's decision, 
before leaving for art school in Paris, to paint only 
Brazil and its people, a promise he kept until the end 
of his life. After his return from Paris, he developed 
into a painter of social themes, producing work so 
outstanding that some critics divide the history of 
Brazilian painting into two periods—before Portinari and 
after Portinari. 
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Just as Michelangelo in the last Judgement in the 
Sistime Chapel included a disagreeable priest he knew 
among the figures in Hell, Portinari, in one of his 
best-known paintings, Tiradentes (tempera on canvas, 
3,15 x 18,00m, Bandeirantes Palace, Sao Paulo, 1949), 
gave this important hero of Brazilian independence the 
likeness of Brazilian communist leader Luis Carolos 
Prestes, a friend of his. 
His large murals were influenced by Italian 
painters of the fourteenth and fifteenth centuries, 
especially Giotto and Piero Della Francesca, and by the 
Mexican muralista, Diego de Rivera. At the United 
Nations Headquarters in New York, the two front walls 
(280 sq.m.) of the delegates' entrance were reserved for 
a Brazilian contribution. Their decoration was assigned 
to Portinari, who selected the theme; and from 1952 until 
1956, he worked on two murals—war and peace (oil on wood, 
14,00 x 10,00m). 
In his later work, this highly prolific artist 
abandoned dramatic social themes for important historical 
subjects, beginning with the discovery of Brazil. 
Brazilian Sculpture 
The finest sculptor and one of the best architects 
of the Colonial Period in Brazil was Antonio Francisco 
Lisboa, generally known as Aleijadinho, son of a 
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Portuguese architect and an African slave. His numerous 
works, essentially Baroque with elements of Rococo and 
other expressionist features, represent the peak of 
Brazilian colonial art. Many of his carvings were in 
soft soapstone. His last works, judged masterpieces, 
were the statues of twelve prophets, carved between 1800 
and 1805, which stand in front of the church of Bom Jesus 
de Matozinho in Congonhas do Campo (Minas Gerais). The 
church, with its six chapels, was modeled after the 
church of Bom Jesus de Braga in Portugal. The name of 
Aleijadinho (the little cripple) remains inseparably 
linked with the Brazilian Baroque and its famous churches 
(Pekic, 1990, p. 208). 
Brazilian Modern Architecture 
The Brazilian School of Modern Architecture, skill¬ 
fully adapted to the country climate, is world renowned. 
Modern architecture in Brazil traces its beginnings to 
the middle of the first half of this century in Sao Paulo. 
The Modern Art week, celebrated in this city in February 
(1992), is seen as a turning point in Brazilian literature, 
painting, sculpture, architecture, and music. As an origi¬ 
nal movement, a tropical version of the so-called 
International style, modern architecture actually stemmed 
from Rio de Janeiro, which regrettably has few examples 
designed by Brazil's greatest names in this field. 
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The beginnings of modern Brazilian architecture are 
also associated with the visit of Le Corbusier, whose 
principles of town-planning were based on the well-being 
of man, on social and economic reality, and on modern 
technology. His ideas and work greatly influenced 
younger Brazilian architects, among them Oscar Niemeyer, 
who became a friend of Le Corbusier. Oscar Niemeyer, his 
most faithful disciple born in Rio de Janeiro in 1909, is 
recognized as one of the most outstanding figures of world 
twentieth-century architecture. 
The construction of the new capital, Brazilia, was 
begun in 1957. Innovatively planned by Lucio Costa, it 
is the only modern city included in UNESCO's world 
heritage list. Costa's planopiloto was suggestive of an 
airplane, a symbol of progress and national integration. 
The most important buildings in Brazilia were designed by 
Niemeyer: the president's palace, Palacio do Planalto; 
the presidential residence, Palacio Alvorada; the Palace 
of the National Congress; the Supreme Court building; 
the Ministry of Foreign Affairs, Palacio dos Arcos 
(Itamarati); the central piazza, Praca dos Tres Ponderes; 
the Tancredo Neves Pantheon dedicated to all who fought 
for freedom and democracy in Brazil; and the Cathedral of 
Brazilia, one of the most remarkable examples of modern 
religious architecture found throughout the entire 
world. 
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The Latin American Memorial, praised in Sao Paulo in 
1989 as (in the architect's words) "an act of continental 
faith and solidarity," was also designed by Oscar 
Niemeyer. 
Burle Marx, Brazil's best-known landscaper, has 
played an important role in modern Brazilian architecture. 
In his work, he harmonizes horizontal settings of 
greenery with vertical buildings of cement, steel, and 
glass. 
The famous church of Sao Francisco de Assis at 
Pampulha, Belo Horizonte, in the state of Minas Gerais was 
designed by Oscar Niemeyer and Burle Marx and was decorated 
with white paintings, frescoes, and wall tiles by Candido 
Portinari. Bearing in mind Le Corbusier's tenets, 
Niemeyer designed a section of Pampulha (the casino, 
yachting club, dance hall, and church) with such freedom 
of form that it is considered a landmark in the develop¬ 
ment of modern architecture. 
Brazilian Music and Dance 
Among the highlights of Modern Art Week (in February, 
1992) in Sao Paulo were performances of the works of 
composer Heitor Villa-Lobos (1887-1959), later to achieve 
international renown fame. His work, traditional in form, 
includes seven operas, twelve symphonies, five ballets, 
thirteen symphonic poems, five concerts for piano and 
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orchestra, seventeen string quartets, and numerous other 
pieces. He mainly owes his fame, however, to his most 
original works—his nine Bachianas Brasileiras and 
fourteen Choros, in which he incorporated Black African 
and American folk music. He elevated Brazilian national 
awareness to a high level of artistic expression by 
mingling a vigorous cultural heritage with elements still 
surviving in remote parts of Brazil (Pekic, 1990, pp. 208, 
225) . 
There can be few countries in the world where folk 
music plays a more pervasive role in national life and 
culture. Its exciting rhythms and haunting melodies echo 
the diversity of the Brazilian cultural heritage of 
Portuguese, Indian, and a strong African note. In a coun¬ 
try with a large number of illiterates, it was also the 
best means of mass communication. 
From the 1930s onward, the carnival gave a strong 
impetus to the creation of popular music and performance 
alike, participating year after year in this popular festi¬ 
val. The generation of the 1960s, which produced the 
best-known Brazilian performers to popular folk music, 
formed part of an international movement that used music 
to express political consciousness and self-awareness. 
At the Rio Carnival in 1917, a new rhythm was launched 
with the performance of the first Brazilian samba: Pelo 
telefone (Telephone). The 1930s came to be called the 
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Golden Age of Brazilian popular music, particularly the 
samba, which conquered Europe and North America. 
The best-known Brazilian singer of all time. Carmen 
Miranda (her real name was Maria do Carmo Miranda da Cunha), 
shot to fame with her interpretation of the song "Tai" (a 
nickname) at the 1929 carnival. This vivacious star of 
many Hollywood musicals in the 1940s was famous for her 
fiery temperament and the stylized version of the Bahia 
costumes she made her "trademark". 
Following the samba, Brazilian composers of popular 
music produced the bossa nova, combining traditional 
Brazilian folk music and the harmonies of American jazz. 
Antonio Carlos Jobim, composer of the popular "Garota de 
Ipanema" (Girl from Ipanema) and also Miles Davis and 
Gil Evans were all influenced to some extent by Dubussy, 
Stravinsky, and Bartok. For a time, in the late 1950s 
and early 1960s, this new dance eclipsed the samba in 
popularity in Brazil and abroad. But the traditional 
samba, with innovations, soon regained its place as 
Brazil's favorite, and has retained it ever since (Pekic, 
1990, pp. 225-226) . 
Brazilian Carnival 
African music and dance have been present in Brazil 
ever since the coming of the first African slaves in the 
early days of colonization. Still, it was three centuries 
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before African music was widely accepted and gained 
entrance to the salons of Rio de Janeiro and other big 
cities. 
The Angolan tam-tam provided the basis for the 
choreography and music of the samba, the most popular 
Brazilian rhythm, which is famous largely because of 
Brazil's biggest and most spectacular folk festival—the 
Rio Carnival. The origins of the carnival go back to 
festivals held in the Azores in the fifteenth and 
sixteenth centuries, and brought to Rio at the beginning 
of the Colonial Period. 
The poor, for a long time excluded from clubs, 
organized their own carnival societies. Some of them 
became well-known, for example, the Cordao do Bola Preta, 
which to this day traditionally opens the Carnival in 
Rio. The group bears a standard with a white background 
and black ball in the middle. 
The first large-scale carnival was held in Rio in 
1854. Advertisements invited everyone, both rich and 
poor, to take part. The committee entrusted with its 
organization included lawyers, doctors, journalists, 
civil servants, businessmen, and officers. In 1870, "big 
societies" were formed for participating in the program, 
and remained active until the appearance of the "samba 
schools" (escolas de samba) which is now the greatest 
attraction at the Rio Carnival. The first of these 
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(Deixa falar) was founded in 1928. In the early years, 
they performed without official status. In 1932, the first 
year they took part in the competition, the winner was the 
Estacao Primeira de Mangueira samba school. By the 1950s, 
the samba schools were well organized. The institution 
has survived, with certain modifications, until the present 
day. 
The star of the carnival is the poor mulatto girl of 
the favelas of Rio. For 364 days, people practice in the 
samba schools, dreaming of the one night in the year when 
they become queens and kings, and princesses and princes 
in glittering costumes. Then thousands leave their hovels 
in the favelas and commit themselves body and soul to the 
carnival spirit. Briefly, the hardships of their daily 
lives are forgotten as they enter into the roles assigned 
to them in the samba schools and the carnival programs 
(Pekic, 1990, pp. 229-230). 
During the carnival, the beautiful mulatto, celebrated 
by famous Brazilian poets, composers, and painters, seems 
to be a symbol of beauty and racial democracy. For the 
three days of the celebration, Rio de Janeiro and all of 
Brazil, particularly the Northeast, sing and dance; every¬ 
one is a friend in a kind of imaginary human fraternity. 
Some spend an entire year's savings. 
The melody and lyrics of each new samba are important 
topics of conversations. Composers of popular music in 
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Rio and Brazil are idols, and not only among the young. 
Everybody recognizes them on the streets of Rio and shows 
them respect. 
African influences are strong also in Salvador (Bahia) 
and Recife (Pernambuco). They are renowned for their 
carnival in which everybody takes part, wearing fanciful 
costumes, and dancing and singing in the streets for four 
days. 
A colorful addition to the city are the Black women 
of Bahia, in their traditional white costumes dating from 
the eighteenth century. They are generally street vendors 
hawking spicy snacks made of fish, vegetables, and fruit. 
Another fascinating vestige is the capoeira dance, which 
evolved from the traditional foot-fighting brought by 
slaves from Angola. The dance is accompanied by music 
on drums and marimba, with the beat getting faster and 
faster. 
Candomble, a copy of the macumba of Rio de Janeiro, 
is a local form of worship. Both candomble and macumba 
are basically Black African cults, the difference being 
that candomble has kept closer to its African roots, 
while macumba has incorporated many Catholic and Indian 
elements. 
One of the best ways to understand Salvador and 
Bahia is to read the works of the great Brazilian 
novelist, Jorge Amado. It was mostly set in southern 
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Bahia, in the region of the cacao plantation where the 
author was born. 
At Reconcavo Pinho Museum, there are documents and 
pictures illustrating three centuries of local level. The 
owner's home (casa grande) and the slave quarters 
(senzala) have been preserved intact. Reconcavo was a 
center of the sugar and tobacco industries in the 
sixteenth century (Pekic, 1990, pp. 92, 94). 
From the very start, the concept of integration had 
two aspects: (1) unification of all parts of the vast 
Brazilian territory (while respecting regional economic 
and cultural differences), and (2) social integration of 
the different racial, religious, and social groups. This 
long-term policy was pursued from the beginning of 
colonization--the settlement of the coastal belt (Pekic, 
1990, p. 154) . 
Heritage of Mankind 
Brazilian cities with outstanding monuments of Baroque 
art and architecture have been proclaimed by UNESCO as part 
of the cultural heritage of mankind: the historic center 
of Olinda in the state of Pernanbuco; the historic center 
of Salvador (Bahia); the historic center of Ouro Preto 
(Minas Gerais); the church of Bom Jesus de Matozinho in 
Congonhas do Campo (Minas Gerais) with its statues of 
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twelve prophets (a masterpiece of colonial art by sculptor 
Aleijadinho); the Jesuit mission for the Guarani Indians; 
remains of churches and villages built by the Jesuits in 
the second half of the seventeenth century in Rio Grande 
do Sul, on the border between Brazil and Argentina; the 
National Park of Iguacu, with its scenic wonder; the 
Iguacu Falls, in the state of Parana on the border 
between Brazil, Argentina, and Paraguay. Finally, the 
capital city of Brazilia actually was its central urban 
plan. 
Social and Linguistic Differentiation: 
Brazilian Language Diversity Plus 
Influences 
The integration of the Indian began soon after the 
arrival of the first Portuguese settlers, who mixed with 
Indian women from the Tupi-Guarani tribes. The natives of 
the coastal region, large groups of Tupi, spoke a common 
language, were more culturally advanced, and assimilated 
more easily. Their assistance was considerable in driving 
out the French and Dutch. 
The wild Tapuias, Aimores, and Goitacases, further 
inland, who did not speak the Tupi language, stubbornly 
resisted assimilation, eventually suffering the tragic 
fate of total annihilation. 
Despite the ban in 1565 on procuring slaves from 
the Tupinambas tribes, two centuries were to pass before 
a law abolishing Indian slavery was finally enacted in 
1775. 
For a time, the Portuguese-Tupi dialect (lingua geral) 
spoken in Sao Paulo and Amazonia threatened the unity of 
the Portuguese language, prompting measures to stem this 
development. Indian influence is strongly felt in local 
toponyms and names for plants and animals (Pekic, 1990, 
p. 169). 
Since independence, Brazil has tried to resolve the 
problems of the Indians with varying degrees of success. 
In 1910, the Service for the Protection of the Indian 
(Servico de Protegao ao Indio - SP) was set up. In 1968, 
the National Foundation for the Indian (Fundagao Nacional 
do Indio - FUNAI) was established, merging the National 
Council for the Protection of the Indian and the Indian 
Park at Xingu. Five years later, the Indian statute 
(Estatuto do Indio) was voted. Prominent Brazilian 
anthropologists, Indian experts, missionaries, and others 
have accused the National Foundation for the Indian 
(FUNAI) of improper applications of the Indian statute. 
The election of the chief of the Xavantes tribe, Mario 
Juruna, as a deputy of the Federal Assembly from Rio de 
Janeiro encouraged the Indian Community to take a more 
active approach in defense of their rights and interests. 
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Though Portuguese settlers, without their families, 
were by law free to mix with Indian women, this was not the 
case with African women. Many, however, disregarded this 
ban. The extent of racial intermingling is reflected in 
the Brazilian vocabulary. Mestizos is the general name 
for persons of mixed blood. The children of a White-Indian 
union are called cabloco or cariboca. The children of 
White and Black parents are known as mulattoes, while the 
offspring of an Indian-Black union are called cafuzo or 
cabore (Pekic, 1990, p. 169). 
Since independence, the various kinds of racial 
prejudice formerly prevalent among the wealthiest classes, 
the clergy, army, and civil servants have gradually dimin¬ 
ished . 
From early years of its statehood, Brazil pursued a 
policy of encouraging and controlling immigration. 
Between 1822 and 1975, some 5,600,000 immigrants came to 
Brazil: 31.5 percent were Portuguese; 28.6 percent were 
Italian; 12.9 percent were Spanish; 5.3 percent were 
German; and 4.4 percent were Japanese and other nationali¬ 
ties. Their gradual integration with the Brazilian 
population was effected by measures aimed at breaking down 
geographic and social isolation, checking the creation of 
national enclaves within the country, encouraging the 
introduction of Brazilian families into existing immi¬ 
grants' communities, and ensuring the integration of 
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schools and the entire school system. As a result of this 
policy, the Germans and Japanese, who initially isolated 
themselves in their own communities, have also merged into 
Brazilian society, as have numerous groups of Arabs and 
Jews who live together today without any problems, 
regardless of the situation in the Near East. 
Immigration has not changed the character of 
Brazilian life but enriched it. With all its diversity 
and contrasts, modern Brazil is much more homogeneous, 
linguistically and culturally, than other large countries. 
This integration has had a decisive role in fostering a 
strong feeling of belonging to Brazil, of patriotism among 
all its citizens (Pekic, 1990, p. 169). 
These technical infiltrations also have had much to do 
with the great influx of foreign terms into the Portuguese 
language. As one Brazilian engineer wrote, in defense of 
the use of neologisms by himself and his colleagues: "In 
the matter of technical terms in one of our dictionaries, 
you either will not find it or will find it incorrectly 
defined. In this respect, our language is still in its 
infancy" (Pekic, 1990, p. 178). The same critic goes on 
to say that these conditions would become even more 
backward if the professionals themselves failed to take 
the initiative in resolving the problem of linguistic 
deficiency, using, if necessary, the homely terms invented 
by common laborers. A case in point would be the word 
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"embasamento" (foundation), a corruption of the more 
classical envasament (base of a column) used by some 
Imperial architects and altered by workers who tradi¬ 
tionally had trouble with the b/v distinction. Such 
corruption was hideous to conservative Bahians or learned 
citizens of Maranhao, who traditionally kept their dis¬ 
tance from members of the working class. But they became 
tolerable in Rio de Janeiro, Sao Paulo, and Pernambuco, 
largely because of the presence in those cities of the 
master technicians who had to employ such terms in order 
to be understood at all. Workers—Portuguese and mestizos 
in the North and often Italian, German, or Swiss in the 
South—employed terms like embasamento, sulipa (railroad 
tie or "leeper"), breque (brake), balduina (locomotive), 
and perhaps encrenca (difficulty from German kranke) as 
though they were current Portuguese and, by means of 
popular sovereignty (or proletarian preponderance), 
managed to incorporate these expressions into the vernacu¬ 
lar . 
This sort of assimilation also took place, naturally 
enough, in other circles less adherent to Lusitanian tradi¬ 
tion. The assimilation of these foreign technical terms 
has occupied the attention of Professor Aurelio Buarque 
de Holanda, an expert well-qualified to evaluate the 
phenomenon in terms of the cultural and technical progress 
of Brazilian society. 
78 
A number of assimilations are listed below, along with 
others introduced not by technicians or laborers but by 
wealthy voyagers, traveling salesmen, modistes, writers on 
world affairs, sports chroniclers, or publicists in the 
field of law and finance. Most of the following terms, 
used in either their original English or French form, 
slightly altered, conform with Brazilian pronunciation, 
and are still current in present-day Brazilian Portuguese: 
Madame (or madama), five o'clock tea, joquei (jockey), 
turfe, spleen, snob, causer (or vagao), dogue (dog), 
toillete, bife (beefsteak), meny, restaurante, funding, 
impeachment, tilburi, cabriole, lando (landau), cupe 
(coupe), deck, smart, ragu (ragout), elan, warrantagem 
(warranty), casse-te-te, lorgnon, charrete, raquette, 
pince-nez, etagere, etiqueta, clube, cliche, peignoir, 
reporter, tete-a-tete, bonde (streetcar, from bond issue 
floated to construct the trolly lines in Rio de Janeiro), 
bulevar, water closet, vaudeville, envelope, elite or 
comite (committee), clown, bureau, iole (yawl), iate 
(yacht), faisande, trust, maple, bufete, box, rosbife, 
toast, tenis, pule (poulet), lichamento (lynching), and 
many others (Freyre, 1970, p. 135). 
Despite all the protests of purists and grammarians, 
in their last strongholds—in Bahia and Maranhao, as well 
as elsewhere—they never ceased to exercise vigilance 
against what seemed to them a peril to the national 
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language, an expression of a cultural order they wished 
to keep pure, undefiled by such unnecessary neologisms 
and barbarisms. Why say menu when there is the vernacular 
cardapio? Why abat-juor for quebra luz? Why pince-nez 
when you could say nasaculos? A significant work in 
this respect is Neologismos Indispensaveis e Barbarismos 
Dispensaveis (Indispensable Neologisms and Dispensable 
Barbarisms) by the master lesicographer, Castro 
Lopes. 
Lopes (1909) stated in the introduction of his 
second edition in Rio de Janeiro in 1909 (the first 
edition having been quickly sold out) that, "It is unfor¬ 
tunately a well-known fact there is a decline in good 
studies in our country" (p. xii). Nevertheless, we cheat 
ourselves with our false methods of studying the humani¬ 
ties and make students believe that this indispensable 
literary knowledge is generally administered. It is a 
pity. One studies the fundamentals "merely in order to 
obtain admission, often through illegitimate means, to 
courses in higher education and to obtain, without having 
the necessary talent, the degree of doctor. ... In the 
age of steam, electricity, and aviation" (Lopes, 1909, 
p. xii), it is no longer possible to run. One must fly. 
And as a linguist, Lopes (1909) registers an obvious 
change in the Brazilian social climate: "We are in a 
hurry; nobody wants to go slowly" (p. xii). 
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One necessity recognized by Lopes in the face of 
accelerated technical progress was that of creating new 
words. But these should be created within the framework 
of classical Portuguese and not by adopting exotic terms. 
It gave Lopes great pleasure to announce in the second 
edition of his book that some of his suggested neologismos 
had "already been adopted by the press and by people in 
general." The press, he felt, could continue to be an 
influence in this matter, and he called upon the "worthy 
directors of our journals" to take part in creating the 
good neologisms required by Brazilian progress and, at 
the same time, to help in "eliminating foreign blemishes 
to form the Portuguese language" (Lopes, 1909, p. xii). 
In general, what was happening was that, so far as 
language was concerned, anarchy was being confused with 
progress. Under the pressure of new necessities, some 
sort of order must be introduced into this progress. 
"Progress is confused with perversion," Lopes believed. 
In relation to language, true progress is made by "creat¬ 
ing terms presently lacking in Portuguese by translating 
the foreign expression" (Lopes, 1909, p. xii). 
Lopes was in no way "antagonistic" to international¬ 
ism. Rather, he was concerned merely to preserve 
"literary order" in the language of Brazil in line with 
the effective authority of philologists, grammarians, and 
masters of literary styles. These authorities "should be 
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respected by the insurgent public," otherwise "only anarchy 
will prevail." After all, if "popular usage" will permit 
anything in the way of usage and spelling, what use are the 
dictionaries and the rules of ortography? In Brazil, 
however, one sees very little respect for philological or 
literary authority, complains Lopes. There are countries 
where the arts and sciences form "a serious branch of 
public administration." What Minister in Brazil who 
"still has some pretense to letters is able to free 
himself from political intrigue long enough to consider 
such bagatelles?" (Lopes, 1909, p. xiii). 
To Lopes, one of the most irritating of Gallicisms 
used constantly by the daily press was the word "reclame" 
(in the sense of advertisement), which Morais, unfortu¬ 
nately, had included in his dictionary under the 
Portuguese form reclamo. Reclame in French was, among 
other meanings, that of "an announcement in which some¬ 
thing is praised or built up; reclame is therefore a 
favorable announcement." Instead, Lopes suggested the 
neologism preconicio (Lat, "precon", voice of the preacher; 
and "nuncio", news, announcement). Such a word "has a 
learned basis and a legitimate derivation." Unfortunately, 
the suggestion was not received sympathetically by the 
"worthy directors of the press, some of whose leading 
figures were men of considerable prestige and learning, 
and rested not so much in the love of Gallic neologism as 
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in the pedantry of the suggested substitute" (Lopes, 1909, 
p. xiii). In fairness to the great newspapers of the 
period, it must be admitted that use of language rarely 
fell short of correctness and at times attained a certain 
elegance in their editorials and literary, political, and 
scientific articles. Some of these journals, directed by 
such men as Machado de Assis, even employed language by 
ostentatious pedantry. 
Before considering this aspect of journalism, which 
at the time played so active a part (for better or worse) 
in the country's culture, let us look at those non-literary 
sections of the daily press which so characteristically 
represent the ethos of a national character: the adver¬ 
tisements, notices, complaints, and want ads, some of 
which (according to the splendid customs of the day) even 
appeared in verse form. If the inclusion of this sort of 
material in a study that professes concern with "cultural 
progress" is questioned, the explanation is that such 
material reveals the presence and participation in 
Brazilian life of a level of society which, through 
increasing literacy and an effective press, was taking a 
greater part than its ancestors had in shaping the cul¬ 
tural patterns of its country. True, many of these 
announcements and want ads were inserted by illiterates 
through the offices of a third party. Such professional 
scribes, known as testas de ferro (ironheads), existed 
83 
also by persons who wished to avoid having to answer for 
the accuracy or effect of their own words in print. 
The influence of the illiterate, however, was the 
stronger, and the classified material appearing in 
Brazilian newspapers of the period is interesting for its 
lively and spontaneous suggestion of everyday spoken 
Portuguese, in contrast to the more erudite, academic, 
even artificial tone of the editorials. In psycho- 
sociological terms, the former could be called Dionysiac 
and the latter would represent the Apollonian elements. 
An expert study of this material is much needed. Such a 
study would probably show that in language and substance 
these announcements and advertisements were far more 
genuinely Brazilian than the more erudite sections of 
the newspaper and equivalent almost to folklore in their 
freshness, rough-and-ready language, humor, and their 
often rude methods of wit, satire, or caricature, as well 
as in their often immoderate criticism or approbation of 
contemporary and traditional social values (Freyre, 1970, 
pp. 138-139). 
According to Fletcher and Kidder (1879), there was 
no reason for the prevailing foreign prejudice against the 
Portuguese language as a means of literary expression. 
On the contrary, the classics of language deserved study 
and esteem on the part of Europeans and Americans, par¬ 
ticularly since (among modern writings) they came closest 
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to Latin and thereby retained certain advantages over their 
sister neo-Latin tongues. The Portuguese language, 
Fletcher and Kidder (1879) felt, preserved the gravity of 
Latin, to which it had added the sweetness and flexibility 
of Italian without the disadvantage of the harsh guttural 
sounds of Spanish. With this language, combined with 
the necessary genius and concentration of force, it was 
quite possible that the Brazilians would one day create a 
literature that would attract the respect and admiration 
of the entire world. Despite the ignorance on the part 
of the literati of Europe and the United States of the 
language of Portugal and Brazil, it was a living language 
in all parts of the world where the Portuguese had 
founded colonies—not only in Brazil, but also in the 
islands of the Atlantic, in India, from Guinea to the Cape 
of Good Hope, and from the Cape of Good Hope to the China 
Sea, extending to the islands of the Malay Archipelago. 
Fletcher and Kidder (1879) noted, "How interesting it 
would be to see the light and the truth radiate from 
Brazil (through the Portuguese language) to every one of 
those distant regions!" 
Before this great event could take place, however, 
there would have to be considerable change in the moral 
and religious conditions of the Brazilian Empire. The 
"light and the truth" to Fletcher and Kidder (1879) meant 
evangelical; if Brazil were to progress, it would need to 
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submit its Roman Christianity to Anglo-Saxon modifications, 
which they somewhat ingeniously identified with the "true" 
apostolic Christianity that existed before the rise of the 
political power of the Church of Rome. It did not occur 
to them that this modification, radically instilled, would 
have caused Brazil to lose the very Latin or Roman virtue 
found in its literature and its general culture. It was 
these qualities which were essential to the preservation 
of the Portuguese language and its literacy classics in 
tropical America, in a situation involving new values, 
new social conditions (order or disorder), and new physi¬ 
cal and racial influences (such as those of the American 
Indian) that were reflected in the works of Alencar and 
Goncalves Dias, or in much of the music (Fletcher & Kidder, 
1879, pp. 601-603). 
Brazil, in spite of the multiracial groups of people, 
had never shown prejudice against any new foreign element. 
It has, however, been extremely accepting of people 
regardless of skin color; and based upon evidence, these 
individuals are able to advance in the society. 
At the end of this period of cultural transition, 
another Anglo-Saxon studied the literary scene in Brazil 
and reached the conclusion that of all the various 
literary expressions in the New World, this was furthest 
from being a branch of European culture "because this 
country has so largely developed a series of writers who 
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take native Brazilian life for their theme." So wrote the 
British cultural geographer L. E. Elliot (1917) in his 
Brazil, Today and Tomorrow. He added, "I know no other 
South American country where literature is so emancipated, 
not from French style so much as from European subject 
matter." As for the writers, he felt they left signifi¬ 
cant "records of Brazilian life." He names Taunay, 
Goncalves Dias, Alencar, Coelho Neto, Aluisio Azevedo, 
Macedo, Olavo Bilac, Joao do Rio, Euclydes da Cunha, 
Xavier Marques, Rodolfo Teofilo, Lindolfo Rocha, Agranio 
Peixoto, Julia Lopes de Almeida, Jose Verissimo, Ruy 
Barbosa, Alberto de Oliveira, and, most important of all, 
Machado de Assis. 
It is important to point out that these "records of 
Brazilian life" cited by Elliot (1917) had a considerable 
social impact, in addition to their merely historical or 
picturesque qualities, and that many cultivated Brazilians 
were dedicated to manifesting their freedom from 
Europeanism in thought and behavior. 
Such manifestations are given epic expression in the 
vigorous pages of Euclydes da Cunha's Os Sert5es 
(Rebellion in the Backlands), and in many of the words 
of Sylvio Romero, Simoes Lopes Neto, and Lima Barreto, 
though not in those of many others who remained part- 
European in their approach even when, as in the cases of 
Coelho Neto and B. Lopes, they were mestizo in appearance. 
87 
This second group, inwardly, considered themselves perhaps 
too literally, as the "Hellenes", or "Aryans" or "Latins" 
of the New World. The fact that the period was ennobled 
by the presence of various illustrious philologists, some 
of them intransigent purists, can perhaps be linked with 
this identification with a Hellenic, Aryan, or Latin 
heritage. Certainly such identification was an advantage 
to those who wished to protect the language and other 
aspects of intellectual behavior from what they felt to 
be the crude adulterations of nativists, nationalists, 
or caboclistas. It was also an advantage, unfortunately, 
to others who were merely simplistic, or to ignorant 
youngsters who, without the talent to compensate for their 
lack of knowledge, place improvization above sheer intel¬ 
lectual effort. The excesses of this improvization were 
deplored by Europeans who visited the country during the 
period. 
Nevertheless, purism (the rigid adherence to the 
purity of words, phrases, etc., of the classicists in 
general and of the anthropologists and the social 
scientists in particular) was often exaggerated to the 
point of being ridiculous. These purists never deviated 
from their rigid thinking. Some of the first group often 
lost themselves in burning contention over linguistic 
problems of Byzantine proportions; others persisted in 
maintaining European attitudes toward problems of the 
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mixture of races or of the African factor in the ethnic 
composition of Brazilian society. The work of Ruy Barbosa 
himself in connection with the revision of the civil 
code was affected by these excesses, as were the studies 
of Nina Rodrigues on the African Negro in Brazil. It 
would be many years before such studies would achieve a 
salutary equilibrium between the forces of classicism, 
an elegant style of literature and writing, plus 
Europeanism, an adaptation of European-thinking; and 
Aryanism on the one hand and of nationalism on the other. 
It would be some time before Brazilians would have the 
courage to recognize—if not as values, at least as aspects 
of their culture—those elements originating from the 
Indian or brought from Africa. The pioneers who did 
recognize the presence and importance of such elements were 
Sylvio Romero and Joao Ribiero at the nineteenth century 
and J. B. Lacerda and Roquette-Pinto at the beginning of 
the twentieth century, although earlier studies by 
Gongalves Dias and Couto de Magalhaes are not to be 
scorned (Freyre, 1970, pp. 159-160). 
The period covered here came to a close with Ruy 
Barbosa supporting the Aryan myth by proclaiming that 
Brazilians were the descendants not of Guaranis but of 
Latins, and with a young mestigo from the state of 
Rio de Janeiro, Oliveira Viana, preparing to embark on a 
notable series of sociological and historical tracts to 
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support the Aryan thesis and combat the nativist tenden¬ 
cies of other young intellectuals such as Gilberto Amado. 
The chief attention of foreign observers was attracted 
more by these eloquent and brilliant defenses of a thesis 
than by the ethnic situation itself or by the aspects of 
that situation presented in works by more realistic and 
objective writers. Such works would include those of 
Sylvio Romero; 0 Mulato by Aluisio Azevedo; Pesca na 
Amazonia (Fishing in the Amazon) by Jose Verissimo; the 
Amazon stories of Ingles da Souza, and the studies of 
Alberto Torres, J. B. de Lacerda, and Roquette-Pinto, to 
name but a few of the writers. 
The geographer Elliot (1917) , in Brazil, Today and 
Tomorrow, devoted entire pages to a resume of the ideas 
of Sylvio Romero on the contribution of the African Negro, 
in contrast to the American Indian and Brazilian culture. 
Theodore Roosevelt had some of the same ideas as Elliot 
on this subject, and even Bryce (1913) admitted their 
importance in the development of Brazilian civilization. 
This included the development of a literature worthy of 
European attention in which Negroid men, like Tobias 
Barreto and Machado de Assis, and coal black Negroes, 
like Cruz e Sousa, played a brilliant part. Bryce, 
referring to the Brazil he knew at the turn of the century, 
wrote that he had found among Brazilians a far greater 
affection for their national literary traditions than in 
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the corresponding countries of Spanish America (Bryce, 
1913, p. 418). 
Brazilians were notable, according to Bryce, for 
their "quick susceptibility to ideas, like the French and 
the Russians." Despite this, "they have not to this time 
made any great contribution to science, neither in the 
field of physical research, nor in economics, philology, 
or history." However, the young Brazilian Republic con¬ 
tained "admirable orators, clever and subtle lawyers, and 
astute politicians"; also, administrators whose talents 
were "demonstrated through triumphs such as the extinc¬ 
tion of yellow fever in Rio and Santos." In addition, 
the love of what he calls "polite letters" was common 
among persons of the upper class. "Skill in writing good 
verse is by no means rare, the Brazilians retaining in 
their language qualities established by Camoes in his 
'Lusiadas', a poem which, in his opinion, continues to 
contribute much toward the maintenance of good taste and 
literary talent among the Luso-Americans" (Bryce, 1913, 
p. 416). 
In reply to Bryce's statement to the effect that 
Brazil had made no contribution to economics, philology, 
or history, it could be argued that Brazilian economics 
had just enriched economic science with the technique of 
"valorization"; that Antonio de Morais had just completed 
his Dicionario; and that in historical research, Varnhagen 
91 
had already produced his Historia do Brazil/ Sylvio 
Romero had produced his Historia da Literatura 
Brasileira, and Martins Junior had produced his Historia 
do Direito Nacional. In historical literature, two works 
of great authority had been published in Rio de Janeiro 
with Oliviera Lima's Dorn Joao VI no Brazil, much praised 
by British critics, and Joaquim Nabuco's Urn Estadista do 
Imperio. These books compare with the best in their field 
published in Europe and the United States at the end of 
the nineteenth century, with the works of James Bryce 
himself included. In Brazil, as in other parts of 
America, Bryce could note that "men of undoubted talent" 
were "often beguiled by phrases, and seem to prefer words 
to facts" (Bryce, 1913, p. 417). 
A reference was made to Ruy Barbosa who, since his 
days at The Hague, had often been referred to rather 
unjustly by European diplomats and journalists as 
"Dr. Verbosa". The truth is that there were many 
Brazilian intellectuals who could have impressed him with 
their acute objectivity and their anti-rhetorical style: 
Joao Ribeiro, Jose Verissimo, Castrano de Abreau, 
Tristao de Araripe, Carlos de Laet, Ingles de Sousa, 
Medeiros e Albuquerque, Joao do Rio, Mario de Alencar, 
along with Joaquim Nabuco, Oliviera Lima, and Sylvio 
Romero. In addition, there were authors like Carmen 
Dolores and Julia Lopes de Almeida whose feminine 
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sensibility did not in any way dull their critical 
spirit. 
Among other foreign observers, Garcia Merou, in his 
El Brasil Intelectual, gave particular attention to the 
literary scene, with special emphasis on the mestigo 
Tobias Barreto. Henri Turot dedicated the best pages of 
his En Amerique Latine to Brazil and did not hesitate to 
scandalize Latin Americans of other areas by saying: 
"Brazil is considered to be the only Latin-American 
country possessing a literature," which he attributed to 
the fact that "in an organized society, enjoying complete 
freedom of speech, literature can expand and flourish at 
will" (Turot, 1908, p. 208). 
In his A1 Brasile, Alfonso Lomonaco (1889) was 
impressed by the fact that in Brazil there seemed to be 
more poets than prose writers worthy of European attention. 
However, this did not prevent him from anticipating the 
recognition of Machado de Assis, whom he referred to as 
"the greatest Brazilian writer of the present day, a poet 
of the romantic school, a delicate novelist and short- 
story writer, and possessed of the most polished style of 
any to be found at present in that country" (Lomonaco, 
1889, p. 343). 
To George Clemenceau (1911) , who visited the country 
in the early twentieth century, Brazilians of the elite 
were "passionately intellectual idealists," capable of 
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producing works of great culture along with many "ungrate¬ 
ful studies" of a practical sort. The country could look 
forward to a "great literature," so far only in its initial 
stage (Clemenceau, 1911, p. 216). In Clemenceau's observa¬ 
tion, he stated that in Brazil, material progress was 
being accompanied by similar advances in literature, music, 
and science. 
All in all, then, this literature, although it had 
not produced great repercussions in the more advanced 
intellectual circles of Europe and the United States, had 
not failed to reach those circles, if in some cases very 
slowly through the medium of translations. Some of these 
translations were received with interest, if not with the 
same enthusiasm previously accorded the Russian novels of 
the works (in Europe) of Mark Twain, Walt Whitman, or even 
Ruben Dario, French and English editions of Taunay's 
Inocencia, of Graga Aranha's Canaa (Canaan), and of some 
of the short stories of Machado, as did later English and 
French versions of the novels of Aluiso and of Euclydes' 
Os Sertoes. 
Novels by Alencar had already been translated, of 
course, and Richard Burton had rendered several of 
Gongalves Dias' poems into English, but this had taken 
place at an earlier period. 
Because of this similarity, it is understandable that 
Europeans and North Americans should have exhibited little 
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interest in the best Brazilian authors of the time. 
Interest did grow moderately, but only in the United 
States, after it was discovered that this "Englishman" was 
not an aristocrat of the Empire but a plebeian of mixed 
racial stock. By his own efforts and intelligence, he had 
managed to assimilate the most sophisticated literary and 
artistic values of Europe and used them to supplement his 
keen insights into men and society. The more informed 
view of Machado's background added to his stature as a 
writer, particularly among Negroes, where he is appreciated 
now perhaps not so much for his social analysis of the 
bourgeois society of the Brazilian Empire as for his status 
as an African-American. Though this sort of appreciation 
does not affect an author's literary merits, it is hardly 
the sort of tribute Machado or any of his contemporaries 
would have foreseen or even wanted (Freyre, 1970, 
pp. 163-165). 
Linguistics 
By some standards, Brazil would be considered 
linguistically homogenous because more than 85 percent of 
the population speak Portuguese. This view does not 
account for the multitude of dialects and Indian 
languages spoken there or for the German-speaking or other 
bilingual groups in the country. In addition, little 
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information is available about the participation of those 
groups in the country's educational system. Regional 
planning in language education in Brazil can no longer 
ignore the country's linguistic and social diversity. 
Brazilian Portuguese is undergoing a de-creolization 
process bringing the variants closer to a standard usage; 
but in certain circumstances of migration and lowered 
educational standards, a re-creolization could occur. The 
educational program is currently not addressing students' 
real language needs. A plan is needed for the following 
purposes: 
(1) To identify regional and social language 
varieties and set up local targets; 
(2) To adapt materials and syllabi that will 
facilitate development of social grammar 
for those targets; 
(3) To encourage self-expression in the local 
variety; 
(4) To introduce the standard norm gradually 
by means of dialectal translation. 
This plan could be carried out experimentally in a 
vernacular-speaking community, in a way similar to a 
Norwegian experiment reported by Bull in 1982 (Moraes, 
1985). 
The Portuguese language spoken in Brazil is, in fact, 
a set of sub-languages or dialects which spread out across 
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regions and social layers of society. According to 
Moraes (1985), the State Office of Education is totally 
lacking in information on such communities and no 
reliable statistics have been identified for his research. 
In other words, we do not know the size of European¬ 
speaking and bilingual groups of children attending school 
in those areas in Brazil, nor are we informed of the rate 
of dropouts and retention among bilingual Brazilian chil¬ 
dren, let alone teaching methods and programs. 
The historical differences between Portugal and 
Brazil have determined the nature of linguistic variations 
in those two countries. In Portugal, the standard 
language is closely related syntactically to the popular 
dialects; in Brazil, the people are confronted with a 
syntactic distance that sets standard Brazilian 
Portuguese as an ideal norm not fully realized in any 
actual use of the language. This ideal norm has been 
further idealized by Brazilians as the only correct form 
of language. It is hard to overestimate the role of the 
school in this context. The Brazilian linguist Miriam 
Lemle (1978) says that the teacher's task is not to load 
pupils to abandon the use of their "wrong" grammar but to 
replace it by "correct" grammar. It is rather, she says, 
the task of assisting them to acquire competence in the 
use of the socially privileged language norm, which she 
sees as a second language. She implies that the standard 
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language is but an alternative mode of expression. She 
views standard language as an alternative mode of 
expression. Therefore, she views standard language teach¬ 
ing as an opportunity open to the pupil to add to his or 
her language repertoire, and the pupil as a speaker in 
his or her own right, since he or she is already fully 
competent in his or her regional and colloquial uses. 
Lemle (1978) closes her argument saying that "this view of 
language education will spare the child several traumas: 
firstly, the psychological trauma for having his or her 
self-esteem downgraded by being labelled a second-class 
speaker; and secondly, the socio-psychological trauma of 
being forced to undergo a language metamorphosis which 
will eventually separate him or her from family and peers 
all under the guise of an educational objective." 
This is certainly one of the factors involved in the 
sense of insecurity shown by the average Brazilian as he 
or she expressed himself or herself verbally. As the 
saying goes, "Portuguese is a difficult language; in fact, 
it is one of the most difficult languages in the world." 
It is impossible for such an attitude to go unnoticed, 
since it carries psychosocial overtones that are clear 
indicators of the type of relationship that holds between 
the school and the average Brazilian speaker. 
Yet, alternative proposals lack a formal basis, since 
linguistic studies in Brazil have not advanced far enough 
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to provide educators with language descriptions capable of 
supplying them with parameters for dialect choices and 
language education planning. 
The Cultivated Urban Norm Study Project was the most 
comprehensive attempt to identify the Brazilian cultivated 
urban norm; but, unfortunately, it has been discontinued 
and we have been left to wonder what this urban norm is 
like (Castilho, 1984). Applied linguists will certainly 
resent this loss, as the Project could perhaps have been 
taken as a starting point for language education 
planning. This lack of information on the language 
actually used by Brazilians has led younger teachers of 
Portuguese to follow the example set by their fore¬ 
runners, i.e., to search for models in traditional gram¬ 
mar . 
Linguistically-oriented literary experts started a 
revision of the Primers used in the schools but stopped 
short of any major structural changes in the Primer's 
language. Their concerns led them no further than sub¬ 
stituting a few local words for the standard vocabulary 
traditionally used in the Primer. This was done in the 
belief that regional variation was lexical variation 
only. Therefore, textbooks were found to be inadequate 
on account of their neutrality in relation to the local 
names of things, not for their syntactic, textual, and 
discoursive quality. Thus, aspects of the core of 
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language that truly made for the distance between 
standard and popular dialects have not been considered. 
Regional planning in language education in Brazil 
must not ignore the linguistic and social history of the 
country. 
CHAPTER IV 
THE REFORM AND UNIFICATION OF THE 
EDUCATIONAL SYSTEM 
Introduction 
Not long after independence was declared in 1822, 
public authorities began to concern themselves with the 
development of a common school as well as with academic 
preparation for the socially chosen. Law schools were pro¬ 
vided in 1827 for children of the masters; and shortly 
thereafter, laws were passed pertaining to elementary 
schools. 
Although the Brazilian Empire was centralized, almost 
from the outset responsibility for public schools was 
divided between the central Government and the provinces. 
Local responsibility for elementary schools began in 1832 
when the provinces initiated their first schools. The 
central Government founded royal schools at the primary 
level and established auxiliary courses for the secondary 
units that were attached to the law schools of Pernambuco 
and Sao Paulo. During this period (1837), Colegio 
Pedro II was begun as the Nation's parent secondary 
school. 
Roberto J. Moreira, of the Brazilian Center of 
Education Research in Rio de Janeiro, describes the Empire 
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as semi-colonial in organization, not the constitutional 
and democratic nation which Peter II intended. Writing 
in English, he presents the problem the Empire faced in 
attempting to establish a common school system: "Both 
the emperors—Peter the First and Peter the Second--tried 
to set up a free popular system of education, but they 
could not do it in a wide and satisfactory way because 
of many reasons, such as a shortage of financial 
resources, a shortage of teachers, and the common people's 
low interest in education" (Conselho Nacional de 
Estatistica, 1956a). 
By the end of the nineteenth century, approximately 
250,000 Brazilian children were enrolled in elementary 
schools out of a total population of almost 14 million, 
or about 18 children per 1,000 inhabitants. This 
fact indicates that an organized system of education for 
all or most of Brazil's children was not then in 
existence. 
The Republic of Brazil was proclaimed in 1889. The 
first Constitution, ratified in 1891, set the stage for 
democratic rule. The establishment of a democratic 
educational system has not come quickly nor easily 
because the same problems which beset the Nation as a 
whole were also felt in education, such as those of 
developing leadership and of discovering methods and means 
by trial and error. 
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The Constitution of 1891 specified that the Federal 
Government should "organize the arts and culture" in the 
country. It made no reference to primary education. 
Accordingly, its interpreters, evidently fearing that aid 
to elementary education might be prejudicial to the 
Federation, did not believe that Federal assistance should 
be provided for the lower level. However, as Professor 
Leao points out: "During World War I, in 1917, faced with 
growing problems brought about by the problem of nationali¬ 
zation of the German settlers in Parana, Santa Catarina, 
and Rio Grande do Sul, the Federal Government established 
primary schools in zones inhabited by those settlers and 
designated inspectors to superintend the program" (Fausto, 
1959, pp. 4-6). 
In summary, the period 1890 to 1920 was characterized 
by exploration, expansion, and the setting of an educa¬ 
tional course. Although Federal activity at the primary 
education level began to wane after World War I, it was 
renewed in 1937 as World War II loomed on the horizon and 
Brazilian Federal attention again centered on the 
nationality of settlers in Brazil. 
Ministry of Education and Culture 
The Ministry of Education and Culture is the highest 
ranking agency in Brazilian education. It is empowered to 
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lead and direct all the general programs and most of the 
special educational programs in the country. The functions 
of the Ministry are many and varied, and embrace cultural, 
scholastic, and extrascholastic activities. The Ministry 
does not have control over naval, military, or aeronautical 
schools at the secondary or higher levels. This control 
has been reserved for the ministeries directly concerned. 
The Ministry of Justice cares for waifs and underprivileged 
children. 
Before November 14, 1930, affairs pertaining to educa¬ 
tion were distributed among various governmental agencies, 
especially the former Ministry of Justice and Interior. 
On that date, the Ministry of Education and Health was 
established (Presidential Decree No. 19,402). Three main 
changes have taken place since then. 
The first change came about in 1937 when the country 
was divided into eight regions for easier administration 
and supervision. The following administrative divisions 
were set up: 
(1) The Federal District and the State of Rio 
de Janeiro 
(2) The territory of Acre and the States of 
Amazonas and Par£ 
(3) Maranhao, Piaui, and Ceara 
(4) Rio Grande do Norte, Paraiba, Pernambuco, 
and Alagoas 
(5) Sergipe, Bahia, and Espirito Santo 
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(6) Sao Paulo and Mato Grosso 
(7) Parana, Santa Catarina, and Rio Grande 
do Sul 
(8) Minas Gerais and Goias 
The second change came when the Constitution of 1946 
permitted further decentralization with local control, 
and provided for strengthening educational policies on a 
nationwide basis. The decentralization brought about 
factors which provided stronger autonomous control by 
local authorities. 
The third change occurred on July 25, 1953, when 
health activities were transferred to a separate Ministry 
of Health, and cultural activities (long a function of the 
Ministry of Education and Health) were formally recognized 
in the title of the Ministry, namely, the Ministry of 
Education and Culture (Law No. 1,920). 
The Ministry 
The ranking official in education is the Minister of 
Education and Culture. Appointed by the President without 
need for legislative confirmations, he sits in the 
President's Cabinet. 
The length of the term of office is at the pleasure 
of the President. There are no specific professional 
requirements for the office, although the person appointed 
must meet the general requirements expected of ministers 
of state, such as that of being a Brazilian citizen over 
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twenty-five years of age. Primary duties are administra¬ 
tive. One represents the Brazilian Government in 
international, educational, and cultural matters or 
delegates the assignments. The position involves political 
and public relations, and the person receives many requests 
to speak (Fausto, 1959, p. 19). 
Ministry Organization 
The Minister's Cabinet is composed of three main 
administrative units: General Administration, Special 
Administration, and Complementary Services. The Chief of 
the Cabinet is responsible for overall operations within 
the Ministry. General Administration is concerned with 
personnel and accounting procedures; and Special 
Administration is concerned with the National Department 
of Education, which administers scholastic and extra¬ 
scholastic activities. Complementary Services is concerned 
with supervising activities related to efficiency, docu¬ 
mentation, the library, reception, communications, legal 
matters, and the National Commission for Elementary 
Education. 
The National Department of Education looks after the 
instructional program. It has four main directorates 
covering higher, secondary, industrial, and commercial 
education. Each directorate is headed by a Director who 
also is responsible to the Minister. The Divisions of 
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Elementary, Domestic, and Physical Education and the 
Extrascholastic Division also are entities within 
the departments. Since administrative functions in 
these divisions are more decentralized, their responsi¬ 
bility is not as great as that of the directorates. 
The Ministry is empowered to operate and sustain 
various types of schools and cultural institutions and 
may give them financial support and supervision. Among 
these are Colegio Pedro II (a model secondary school), 
Benjamin Constatin Blind Institute, National Institute 
for the Deaf and Dumb, National Institute of Education 
(a school for advanced teacher training), and the Oswaldo 
Cruz Institute known for its studies in biology and 
pathology. Other institutions in the group are the 
following: National Institute of Educational Research, 
National Theater Commission, National Commission for 
Educational Motion Pictures, Educational Radio 
Broadcasting Service, National Observatory, National 
Library, and National Historical Museum (Fausto, 1959, 
pp. 19-21). 
National Council of Education 
The major advisory body to the Ministry is the 
National Council of Education (Conselho Nacional de 
Educagao). This organization has been functioning since 
April 11, 1931. Although it does not have administrative 
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functions, its assistance and advice influence the 
Minister's administrative decisions. 
The Council includes sixteen members appointed by the 
President. Twelve are selected from education and culture. 
The President is the ex-officio presiding officer, and the 
Director of the National Council of Education also may 
participate without vote. 
This group meets annually commencing on the first 
working day in March. The session may not be less than 
thirty nor more than sixty days in length. The activities 
of the Council, as prescribed by law, include assisting 
the Minister with the organization and direction of 
instruction; finding new sources for the financing of 
schools; studying and disseminating administrative and 
instructional ideas to institutions of learning; recommend¬ 
ing directives for school improvement which are compatible 
with Brazilian ideas; and reviewing proposals for expansion 
of institutions and facilities for technical, scientific, 
and higher education. 
Also functioning under the Ministry of Education and 
Culture is the National Institute of Educational Research 
(Instituto Nacional de Estudos Pedagogicos or INEP), which 
was created by Law No. 378 on January 13, 1937. Three 
educators have guided its operation: Manuel Bergstrom 
Lourengo Filho, Murilo Braga de Carvalho, and Anisio 
Teixeira. The primary objective of the Institute is to 
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employ in research activities, distribute Federal funds to 
elementary and secondary schools, regulate a school build¬ 
ing program, support a campaign to diminish illiteracy, 
and improve textbooks and other educational materials 
(Fausto, 1959, p. 21). 
Educational Reform 
A group of educators, with such leaders as Professors 
M. B. Lourengo Filho, Anisio S. Teixeira, Fernando A. F. 
Almeida, Jr., and others, started a reform movement in 
education immediately following the end of World War I. 
This movement was typical of general Brazilian unrest 
culminating in the Revolution of 1913, when Getulio Vargas 
assumed the presidency of the country. Many of the con¬ 
cepts and much of the philosophy of its schools today were 
conceived in this reform period when ideas were fermenting 
as a reaction against the traditional scholastic system 
which had prevailed. Professor Fernando Azevedo indicates 
that observers considered the reform of 1928 in the Federal 
District as "the most intense center of irradiation" of new 
ideas in pedagogical techniques: "Some historians of edu¬ 
cation have not hesitated in affirming that with the reform 
substantiated in Decree No. 3,281 of January 23, 1928, 
we entered resolutely upon a new phase of the history of 
Brazilian Education" (Crawford, 1950, p. 446). 
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Professor Fernando Azevedo (1950) goes on to say that 
the reform movement in Brazilian education was a symptom 
of the new state of affairs within the country, created by 
economic, political, and social pressures together with a 
fermentation of ideas spreading through the field of 
culture after World War I. Included were internal migra¬ 
tion toward the south, immigration, a rise in industriali¬ 
zation, evolution in economic life, a convergence of 
population in Sao Paulo, and ideas from Europe and North 
America which brought about transformations in thinking 
and changes in basic institutions and beliefs. The 
Revolution of 1930 marked a culmination pointed toward the 
mobility of the times. 
The direction which education took seemed compatible 
with beliefs in the newly-acquired democracy. An attempt 
was made to bring about a closer relationship between the 
school and family, government, and world conditions. New 
objectives were allied to national, social, and democratic 
ideals through renovation of procedures and related 
techniques. 
The social function of the school and internal 
enrichment of its curriculum were given emphasis. The 
concepts of extending educational opportunities to all 
granting respect for the human personality came increas¬ 
ingly into the picture. The words of John Dewey were 
quoted as aims: "The panorama of an ampler and richer 
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life for man in general, a life of greater freedom and 
of equal opportunity for all, to the end that each may 
develop and may achieve all that is to be" (Azevedo, 1950, 
p. 562). 
This phase of educational history in Brazil produced 
the first public school system aimed at education for all 
of Brazil's children. 
Changes have developed with speed in the last thirty 
years and evidence indicates that, as time passes, the 
momentum generated will open new frontiers. 
Aspects and Laws of the Brazilian 
School System 
There are many varied aspects which are endemic in 
the Brazilian school system despite laws enacted which 
should take precedence. Although the laws were enacted at 
various times in Brazil, no enforcement takes place. The 
Federal Government of Brazil, plus those systems run by 
individual status, all share a group of common denominators. 
These common denominators are as follows: 
• Levels of instruction 
• Modality of instruction 
• Function of the school system 
• Pupil selection by degree of intelligence 
Specific laws were enacted and these laws constitute 
a strong bearing on the educational system of Brazil. 
Ill 
These four basic laws that were enacted are listed as 
follows: 
(1) Law No. 4024, enacted on December 20, 1961: 
This law specified a minimum of four years 
and a maximum of six years, but it was 
concluded that an obligatory number of 
years could be reduced to four. 
(2) Law No. 5540, enacted on November 28, 1968: 
This particular law was dedicated to the 
theory that advanced education could be 
granted to those who had acquired the 
skills of Level I, Level II, and were 
competing for placement at Level II, which 
is the University level. 
(3) Law No. 5692, enacted on August 11, 1971: 
This law states that it is obligatory for 
all children, ages seven to fourteen, to 
attend school. 
(4) Law No. 7044, enacted on October 18, 1982: 
This law modified Law No. 5692, in that 
each student, if for various reasons, 
could not attend school for twelve years, 
he or she would be required, by law, to 
attend at least four years. 
This study will be of necessity, based on these four 
laws and how the Brazilian school system operates within 
112 
these parameters. These laws have affected the levels of 
instruction, methodology, function, and selection of the 
student population. 
Primarily, instruction at the primary levels contains 
an obligatory attendance of eight years of schooling with 
a minimum of 720 annual hours of both academic and physical 
activities. 
The secondary level is composed of three to four 
years (classic or scientific) of instruction in prepara¬ 
tion for advanced entrance to the university. This 
encompasses 2900 hours of academic plus physical activi¬ 
ties. In order to matriculate to the advanced (university) 
level, one must be enrolled for a year to prepare for 
admission to the university. The level is established by 
the Federal Council of Education. 
Post graduation courses necessitate fulfillment 
of required courses of instruction for a Master's Degree 
or a Doctorate. These courses require a written 
dissertation in addition to a public defense of the 
subject studied. 
There are also extension courses or various 
unrelated courses which can be incorporated in one's 
degree but which may or may not have a direct appli¬ 
cation to the degree in question. These are called 
isolated subjects. 
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Instruction Modalities 
Instruction is offered beginning with a common base 
for all, gradually diversifying as one reaches the 
advanced level of education, where one may specialize in 
one's chosen field of endeavor. The levels are composed 
as follows: 
(1) Kindergarten: The student is given the 
basic preparation for elementary school. 
He or she is instructed in recognizing 
the alphabet and numbers. This level is 
called "readiness". 
(2) Primary School Level: All subject matter 
is the same for all first grade schools 
throughout Brazil. Ten basic elements 
are obligatory for all the student popula¬ 
tion . 
(3) Secondary School Level: At this level, 
the student can elect to prepare himself 
or herself for advanced education at the 
university level. Students may also 
choose to attend a vocational or technical 
school after completion of this level. 
Specific regulations and laws must be 
fulfilled before matriculating from 
vocational/technical school. 
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(4) Third Level or Advanced Level of Education: 
At this level, the student specializes in 
his or her given field. The fields 
offered are as follows: Medicine, law, 
engineering, plastic arts, journalism, 
administration, management, economics, 
history, geography, and other social 
subjects. 
All public facilities are free. However, there are 
not sufficient vacancies at the university level to 
accommodate all applicants. 
Faced with a population increasing daily, public 
schools in Brazil are in dire straits. They have two 
fundamental characteristics: 
(1) There are not sufficient schools available 
for the increasing influx of rural stu¬ 
dents . 
(2) The Sao Paulo residents do not feel that 
the quality and level of education meet 
their desired criteria for overall 
enhancement of the student. 
(a) Curriculum is poor. 
(b) Materials are insufficient. 
(c) Quality of teachers is in question. 
(d) Children are unprepared to matriculate 
to the secondary level. 
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However, given these myriad problems, steps must be ini¬ 
tiated to transform public education into two dimensions, 
qualitative and quantitative. 
The quality of education is a major concern since 
education is the basis of all society. If Brazil does not 
take the mandatory steps to transform its school system, 
the country itself will suffer dire consequences. Trans¬ 
forming all levels of education from kindergarten to the 
university must be a priority immediately. It cannot be 
a future implementation. 
The second aspect of transforming the educational 
system is to provide qualified teaching personnel, those 
who have had advanced courses. In this regard, salaries 
must be commensurate with the level of education of the 
teacher. The exchange rate of 2,000 cruzeiros to one 
United States dollar shows that the average teacher 
receives only the equivalent of $100.00 (United States 
dollars) a month. 
The quantity of education correlates with quality 
because there is a lack of education for all levels of the 
society. It should be a "given" that how much education 
one receives will determine his or her place in the country. 
If a sufficient amount of education is not available, 
the transformation of any school system cannot take place. 
How much one learns is a definitive requirement for one's 
place in life. 
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The quantity and quality of education also require 
a total transformation of the school facilities. New 
schools must be constructed with adequate facilities for 
all students, including those with physical and mental 
disabilities. Curricula must be completely revised and 
implemented. Also, materials necessary for the application 
of all subjects are totally lacking. This problem must be 
addressed. 
There should be a creation of an overall educational 
board who could determine what and how to transform the 
system to meet the needs of an overburdened educational 
system. This board could relegate and delegate the tasks 
at hand to modify and change the poorly organized methods 
now in use. 
A qualitative transformation in the schools implies 
that radical reforms are imperative, i.e., in the concep¬ 
tion, philosophy, curricula, courses, and programs. 
The pivotal ideology of the entire educational 
revolution in Brazil must, of necessity, encompass appren¬ 
ticeships for teaching, critiques of programs, and 
curricula with the emphasis on the total application of 
studies with the student population in mind. At all times, 
it is the students who will either advance or fail based 
upon these criteria. 
However, a philosophy of education is a primary 
requisite if the formation of a new educational policy is 
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to be adapted. It is imperative that this be implemented 
or an entire population of students at all levels will be 
last because their place in society will not be secure. 
This implies a radical approach to the development of 
curricula which could embrace scientific, philosophic, 
and related subjects, enabling students to become valuable 
assets as entrepreneurs in the Brazilian society. 
The philosophy, in and of itself, could stimulate 
educators to assume an effective and powerful role in the 
creation of a strong, viable solution to a country which 
is presently overburdened with innumerable problems. This 
would enable educators to be the nucleus of this 
democratic struggle to achieve equality educationally, 
economically, socially, and fundamentally. After all, 
education is the basis of any country's development. 
According to the 1988 Brazilian Constitution, all 
elementary school children, ages six to fourteen years, 
are required to attend school. Since the first written 
Constitution, in 1927, the Constitution has mentioned 
free education for all children ages six to fourteen. 
Unfortunately, this law was not enforced by the Government 
of Brazil. All these legal principals were never put into 
practice—not even today. The 1971 School Reform Law, 
Article 208, I and II, states that the attendance of 
children, ages six to fourteen, is obligatory. Any child 
from six to fourteen is obligated to attend eight years of 
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school. Also, all children who are not old enough to 
attend middle school should be granted access. However, 
children from low income families could not afford to send 
their children to school to complete the minimum education 
of two to four years of elementary school. 
Due to low income levels of many families in various 
parts of Brazil, the cost of schooling represents a serious 
burden; and for many families, the monetary outlay is too 
great. Even if a family is above the minimum level of 
income necessary for meeting costs of schooling, the 
family's economic position affects the educational progress 
of the child. Higher incomes can mean better diet, ade¬ 
quate medical facilities, library accommodations, and a 
wider range of "luxury" items which serve to enlighten the 
child's intellectual development. 
In the struggle for individual progress, it is the 
rural dweller who suffers most, for schools and other 
services seldom drift into the back water of the village. 
Children who were born in small cities and towns are more 
frequently behind in academics than are those from larger 
cities. The depressing effect of rural life weighs 
heavily, not only because of the lack of opportunity, but 
also because of a culture which gives no value to educa¬ 
tion . 
High income, family stability, good health, housing, 
and other amenities provide conditions under which parents 
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can educate their children more adequately. That has been 
shown clearly, and it is no surprise. But more is needed 
for the child to be sent to school, to continue and to do 
well. 
Private organizations, mostly Catholic teaching 
orders, could establish schools and training facilities 
that would contribute powerfully to the solution of the 
problem. Catholic institutions could attract higher grade 
professionals to various schools in Brazil because they 
would be interested in private education for their chil¬ 
dren. Today, upper-middle-class parents prefer private 
education because public education had been systematically 
deprived of sufficient support to guarantee minimum 
standards of quality. Given equal facilities, there would 
be fewer reasons for Brazilian middle-class professionals 
to prefer private education. 
Because of the 1992 economic situation in the country, 
the education programs in the private schools have 
increased more than 120 percent. Most of middle-class 
families cannot afford to pay the tuition in private 
schools. Rapid changes in the educational situation in 
Sao Paulo will take place because 75 percent of the chil¬ 
dren in primary and secondary schools are applying for 
public education. The enrollment rates have increased 
and the public school will not enroll all of those 
children because they lack sufficient buildings to 
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accommodate an ever-increasing population. The government 
program intends to enroll all students, but only 50 percent 
out of 75 percent of the enrollment will be accepted for 
this year. The other 25 percent will be sent outside of 
the cities. The children will be in school or at home 
because seats would not be available for all. Education 
in Brazil is a failure. 
The Brazilian educational system is not able to 
attract the largest percentage of children eligible to 
enroll plus there is a high dropout rate. Children must 
find space within classrooms, in order to somewhat relieve 
the dropout syndrome of school during the year. Many 
classrooms are small, poorly ventilated, terribly noisy, 
heavily populated by forty or fifty students per class. 
Most public schools operate on a schedule of four to five 
shifts of two and one-half hours per shift, starting at 
7:00 a.m. and finishing at 10:00 p.m. 
Since 1950, Brazilian public and private schools have 
been changing slowly. The educational plan may produce 
important economic, cultural, and social benefits in the 
future. When, and if, such programs are established, they 
should be planned to prepare children from culturally 
deprived homes for regular primary school attendance. 
Most of the primary school systems are run by the 
state, some by the Federal Government, and most of the 
private schools also are run by the state. However, since 
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the dictatorship system was deposed in 1974, education in 
Brazil has survived a period of transition because the 
new Constitution brought new modifications to the school 
system. 
The Ministry of Education and Culture has made a 
great contribution to elaborate on the project of Lei de 
Deretrizes e Bases. 
Mr. Sarney, the ex-President of Brazil, has 
demonstrated a great deal of enthusiasm in favor of and 
assistance to the New School and also to the students. 
In the past five years, he supplied a major volume of aid 
mobilizing areas of assistance to scholars. Some of this 
aid is as follows: meals, books, school materials, and 
health in the areas embraced by Fundagao de Assistencia ao 
Estudante. 
In 1986, the school acquired more food for the 
schools in Sao Paulo and the rest of Brazil, 
totalling 300 thousand tons of food. In 1987, the schools 
suffered some losses in this regard. Also, the following 
year was a repeat of inadequate funding for these pro¬ 
grams . 
In 1987 and 1988, inflation controlled prices, and 
the Fundagao de Assistencia ao Estudante suffered 
prejudice. Price controls were inadequate. Even on the 
black market, products could not be obtained. No program 
instituted was able to meet the rampant inflation of the 
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country. However, pressure was brought to bear and food 
was granted to the children. 
During Sarney's government, education was not the 
major priority. He instituted many innovative and new 
reforms. What took place at that time were changes in 
legislation in relation to the financing of education. 
The congressional constituents raised the minimum per¬ 
centage in the municipal districts, states, and union to 
apply funds to education. But what occurs today in 
Brazilian education is the debt of education, debts from 
1988 which have not been paid. In relation to elementary 
education, the schools are continuing to function with 
four shifts, including the intermediary shift which is one 
where social promotions are a way of life (Tigre & Gomes, 
1989, p. 34). 
In 1989, there were eight million children from age 
- 7 to 14 outside of school; 22 percent of the population 
above 14 years are illiterate. The intermediary shift 
includes about 2.8 million children. Therefore, there 
will be 10 million children, including the intermediate 
shift, which will then be the future of Brazil—a 
staggering number in any society but more devastating in 
a developing one. 
Teachers receive lower salaries, less than minimum. 
There have been no pay increases for advanced studies or 
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for participating in refresher courses offered by the 
Ministry during the Summer. 
The Brazilian Government never took the initiative to 
amplify the budget, to contribute to the amplification of 
the pre-primary schools, or create programs to maximize 
the quality of the professional work or the teaching pro¬ 
fession . 
The country spent so much for satellite telecommunica¬ 
tion producing one or two channels of television, but no 
money is used to develop better educational programs. 
Why wasn't this budget used for teachers' and professors' 
education or to better their salaries? What the states 
should do is to establish a basic salary schedule for all 
states. The shortage of monetary distribution presents a 
major stumbling block in procuring qualified teachers and 
schools. The Government distributes 25 percent and keeps 
75 percent for special projects. Nobody knows what kinds 
of projects this money is going toward. 
However, the educational programs in Brazil have shown 
a small improvement. According to journalists Adriana 
Tigre and Vera Gomes (1989) , 85 percent of all students 
in Sao Paulo, federal schools, states, and municipal 
areas are attending school. 
In 1986, the Government absorbed about 81 percent 
of the school-age children, and gradually the number of 
children has grown. 
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The quality of instruction in the school system in 
Brazil is still considered poor by any standard. The 
Ministry of Education is doing an evaluation of all the 
problems encountered in school in order to contribute to 
the future governments. In the elementary school, the 
instructional evaluation has already been completed by the 
Foundation Carlos Chagas. Serious problems have been 
encountered in the basic skills, such as Mathematics, 
Portuguese, and Science. According to ex-President 
Sarney, the question is the economy and finance. In 1986, 
there were 25 million didactic books which were dis¬ 
tributed to all public school districts in the country. 
However, in the second stage, 55 million didactic books 
were sent to school systems in the country. Something 
was happening with school materials, such as pencils, 
composition books, erasers, and other materials, which 
totalled 27 million by the end of the month of December. 
The material was not being received by the children. 
Also, during Sarney's government, the teachers had 
better earnings. For example, all teachers received an 
increase in their salaries with remuneration of 40 percent 
or above. The Government under Sarney valued teachers in 
the five years that he was in power. 
In 1988, Mr. Sarney left the Government. Since then, 
the schools in the country have gradually worsened 
not only at the primary school level but also in 
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vocational areas as well as at the secondary school 
level. 
Teachers have been humiliated by the system because 
of their low salaries which do not give them an adequate 
living standard. The teachers work two or more shifts in 
order to double their salary. Unless the teachers go on 
strike, the Government neglects its obligations to pay 
them a living wage comparable to other professional fields. 
Because of the salary question, there is an inadequate 
number of people in the educational field. The problem 
of illiteracy is growing in the country. The Government 
is not preoccupied about establishing, amplifying, or 
implementing new programs. But it must take steps to 
accomplish all of the above without delay. 
The number of poor children is growing in the country 
year by year, and they are not able to attend school 
because of the lack of schools, money, and opportunity to 
have qualified teachers to accept the challenge of educat¬ 
ing the masses. 
Children from illiterate rural parents are living in 
malocas (shacks) and are deprived of all cultural stimula¬ 
tion. They are children who need whatever Head Start 
program is available in the primary school to compensate 
for their bleak home background. If the resources were 
available and programs were launched in pre-primary 
schools, they could be adequately supported, providing 
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flexible courses. Until a well-developed readiness and 
enrichment program is devised and teachers are trained, 
educational material designed and developed, and suitable 
physical surroundings provided, the program will no doubt 
be only a baby-sitting operation. 
What is missing is political action from the 
Government to resolve the educational problems. Politics 
is great at talk but fails in action. On every measurable 
indicator of educational service, quantitative and quali¬ 
tative, rural schools in Brazil suffer by comparison with 
even the worse urban schools. A highly centralized 
federal system, managed from remote ministries in the 
capital city, have failed to translate even the most 
meager benefits of education to rural regions. Rural 
facilities are rudimentary and the cost for a rural class¬ 
room in Brazil is a fourth of that of an urban classroom. 
The Mayor of the City of Sao Paulo announced that 1992 
would be the year of productivity. She affirmed that 
sixty new rural schools would be constructed in the entire 
state of Sao Paulo. This construction plan would be well 
distributed in order to improve the educational programs 
in the most needed rural areas. But, unfortunately, most 
serious of all deficiencies is the fact that no effective 
school system really exists in the interior. Also, these 
sixty schools would not be enough to accommodate all the 
needs of children of the city or state. 
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In Brazil, the school official may not be an educator 
at all, but merely a provincial lawyer who takes on a 
host of governmental jobs to supplement his or her income. 
Even if he or she were a dedicated and able educator, 
there are rarely travel funds, and the provincial officer 
may never in his or her entire career visit the schools 
which he or she presumably supervises. The provincial 
or state officer spends time supervising the compilation 
of statistics (most of which are inaccurate) for trans¬ 
mission to the Ministry of Education (Abramo, 1983). 
In most rural schools in the state of Sao Paulo and 
other states in Brazil, there was no supervisory control. 
Schools were more often than not one-room, one-teacher 
affairs which either ended at the second or third grade 
or made a pretense of offering education in all grades. 
There were no textbooks or supplementary materials. 
Teachers were poorly trained or not trained at all and 
had no qualifications beyond a shaky grip on fundamental 
literacy. It was the kind of education in 1950, and it 
continues today. The educational programs have some 
improvement, but not enough to supplement the needs of 
each individual student and not enough to provide 
adequate education for all children, rich or poor. 
Children enter the inadequate school, spend a few years 
of desultory squinting at the blackboard, and drop out 
before they attain any benefit from the experience. For 
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this reason, the wastage rates are enormously high in 
rural areas both in Sao Paulo and the rest of the 
country. 
Today, because of the high rate of private school 
tuition, parents can no longer afford to pay for education 
for their children. This year, beginning February 15, 1992, 
sixty million children from private schools have applied 
for public school admission. Those sixty million children 
from rich, middle-class families would have a better 
chance to be accepted in the public schools than poor 
children, who once were students from the city's public 
school system. 
Characteristics of Families in 
Sao Paulo, Parana, Santa Catarina, 
Rio de Janeiro 
The data reported from parents, interviewed in Sao 
Paulo, Parana, Santa Catarina, and Rio de Janeiro, are 
based on a sample of seventy families in cities and towns 
who have school-age children. The population from which 
the sample was drawn included 80 percent of the families. 
The arguments were based on research of especially large 
families. They are as follows: 
(1) Parents are in favor of education regard¬ 
less of whether or not they are educated. 
(2) Parents want their children to be success¬ 
ful in school. 
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(3) All families, especially in rural areas 
where schools are unavailable, are less 
likely to have been able to educate their 
children than are families who have more 
often lived in urban areas, but the goals 
for their younger members can only be 
realized through education. 
(4) The evidence is that most families in the 
cities or rural zones do have goals which 
they believe can be reached through educa¬ 
tion of their children. 
(5) Families, poor or rich, plan for the future 
education of their children. 
Reactions of the Parents About 
the School System in Brazil 
The efficiency of the school system in Brazil is 
great when the system is able to bring all students to a 
sufficient level of knowledge to meet the requirements for 
promotion to the next higher level. 
Unfortunately, very few schools in Sao Paulo, Santa 
Catarina, Parana, and Rio de Janeiro are able to offer 
conditions for education in order to meet all the require¬ 
ments necessary to provide a better education for the 
children with quality teaching, sufficient materials, 
and better teaching methods as well as better learning 
processes. 
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Concerns raised by the parents include the follow¬ 
ing: 
(1) Parents are bitter about a continuing lack 
of school buildings, which is the principal 
reason for failure to enroll their children 
in school. 
(2) Parents complain about a waste of time, 
or that the schools are poorly run. 
(3) Parents see the schools in Brazil as so 
deficient that a child's time there is 
wasted. 
(4) Children who are enrolled in public schools 
do not receive an education equal to those 
enrolled in private schools. Children who 
graduate from public schools do not have 
the skills that are necessary to attend 
colleges or universities. 
(5) Parents want to change education in Brazil. 
Most of the primary and secondary schools 
have no library facilities, whether private 
or public. 
(6) There is no initiative from school 
directors or administrators to campaign to 
demand from the state or industries school 
materials, such as books, films, cassettes, 
magazines, maps, educational games. 
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computers for schools, or libraries to 
improve the education of children. 
(7) There is no decision-making to benefit 
education. Most of the public or private 
schools are operating at far below 
capacity in their programs. The Brazilian 
professionals do not want anything but 
private and/or religious education for 
their children. Upper-middle-class parents 
send their children to a private school 
because public schools have been sys¬ 
tematically deprived of sufficient support 
to guarantee minimum standards of quality. 
Given equal facilities, there would be 
fewer reasons for Brazilian middle-class 
professionals to prefer private education. 
(8) Parents ask the Government to provide 
instructional materials for all public 
schools and to be responsible for providing 
teachers with a wide range of teaching aids 
which are not available in school. 
(9) Parents also argue that teachers should be 
trained to accept volunteer parents to 
help in class, and parents should be 
allowed to participate in school to assist 
in their children's education. Teachers 
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and administrators think that parents 
in school would disrupt the daily educa¬ 
tional activities in class. Parents are 
allowed in school only twice a year for 
traditional meetings. 
(10) More educational opportunity for poor 
children should be provided. Poor 
families also believe that their children 
should be educated. Also, parents want 
more discipline in class and less 
prejudice. Rich, White, and non¬ 
handicapped children are better treated 
in school than those less privileged. The 
number of poor students who are retained 
and expelled throughout the years is 
frightening. However, the retention and 
school dropout rates are not equivalent in 
all the social strata. 
Above all, children evolving from a popular stratum 
and rural areas and who fail in school are forced to break 
off their education. Evidently, those children consist of 
a great majority of the population in Brazil--precisely 
those children who need school to improve their life-style 
because they come from parents who are products of a 
self-fulfilling prophecy. These parents are themselves 
uneducated but are able to see the value of an education 
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which would enable the child to escape the object poverty 
of favelas. They are the ones who fight, and also wait 
years to secure a vacancy in school to matriculate their 
children. They are the ones who have a difficult time 
buying school materials, such as books, pencils, paper, 
and uniforms. They are forced to suffer by the experience 
of seeing their children retained in school for years and 
years until they are expelled because of age. 
In the meantime, all the sacrifices, struggles, and 
expectations appear to be in vain. These poor children 
are in the majority, excluded from school without any 
qualifications or diploma, and have not learned anything 
useful for their future life or work. The only lesson 
that the school taught them is that they are considered 
inferior to those other children who successfully completed 
their education. Thus, we see a self-fulfilling prophecy 
of despair. 
The children leave their school. With them they take 
a mark of humiliation and failure, convinced that they have 
failed because they are less capable or less intelligent 
than other children. The destiny of these children is to 
accept hard work. This also means that without an educa¬ 
tion, he or she will be obligated to accept jobs at the 
lowest level of the employment ladder. 
However, at the same time, children from employers, 
middle, rich, or privileged classes have better results 
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and pass on successfully to the advanced levels of school¬ 
ing. Would a child's success or failure change his or her 
life? The researcher believes so. Are poor children less 
intelligent than rich children? Are schools in Brazil 
really providing equal education to all children? 
The answer to these questions lies in the lack of 
capable professionals' leadership to direct, control, and 
administer not only schools to educate children but 
parents who, most of the time, have no knowledge of what 
is going on—parents without an education or sufficient 
knowledge to understand the need for schooling for their 
children. Unfortunately, migrant parents from the North 
and Northeast of Brazil are the most disadvantaged 
families regarding literacy. Those families used to live 
in more remote areas in Brazil. They are poor intellec¬ 
tually, deprived, and many times unhealthy. They come to 
the cities in the South seeking education, health, and 
housing; but the Government and the school professionals 
have failed to provide the basic services to them and are 
permitting them to survive in a most cruel and uncaring 
manner. 
Parents from low income or migrant families do not 
understand that in order to matriculate their children in 
school, a birth certificate and inoculation are necessary. 
Also, they think that their children only need one to four 
years of schooling to become educated enough to be able to 
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live well in Sao Paulo. Nevertheless, it is the duty of 
the Government welfare system or religious entities to 
support and educate those families until they are able to 
organize their lives and contribute to the growing economy 
of Brazil. 
Migration also affects school enrollment and achieve¬ 
ment, according to data from parents interviewed. In 
cities such as Itaquaquecetuba, Suzano, Mogi das Cruzes, 
Sao Paulo, and others in Brazil, the major problem is the 
constant migration from one city to the other in search 
of better salaries or positions. Because of this problem, 
the children are deprived. Perhaps more important is the 
role the school could play supporting families in their 
attempt to educate their children. Given the economic 
state of life in rural areas in Brazil, there is a lack of 
private or governmental organization to aid families in 
distress. The school stands alone as an institution which 
can help parents carry out their responsibilities and 
fulfill their dreams. If the school system is considered 
as conceived here, as having the role of educating chil¬ 
dren, then it follows that the schools must attempt in 
every possible way to create conditions under which 
children become educated. 
In most all-rural locations in Brazil, three things 
are apparent. First, the school must be omnipresent. 
There must be buildings to receive all those who wish to 
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apply, sufficient in quantity and size to form groups of 
students of manageable numbers. Second, teachers and 
school administrators must be capable of imparting 
instruction. And third, probably of greatest importance, 
teachers and school administrators must be trained to 
promote family and community conditions which foster 
enrollment, attendance, and achievement of the children. 
The school must consider its taste to include attempts to 
ameliorate the disruptive and destructive effects of the 
conditions under which families exist. 
Recognition of the differing needs of families in the 
community which it serves will permit the school to reach 
into each home with programs designed to maximize school 
attendance and achievement. 
According to the results from class observations and 
interviews with parents, teachers, and administrators, 
the researcher concluded that none of the staff in the 
schools, or parents, are content with the situation 
encountered there. 
Parents want better schools for their children, 
equal opportunity, recognition and understanding, and more 
curricular activities in order to improve their children's 
interest in school. Also, parents blame the Government 
for all the irregularity in schools. Some of these 
inadequacies are a lack of good teachers and principals; 
the need for better buildings with all the utilities 
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necessary to provide better sanitation; and the need for 
materials, including furniture, etc. 
Parents also complain about prejudices in the schools. 
There are fewer or no opportunities for handicapped 
children. No Special Teachers are available, and the 
school buildings do not provide access for quadriplegic 
children, or any other facilities to accommodate children 
with these problems. There are only one or two schools 
in Sao Paulo, and one of these is located in the City 
Hospital. Again, poor people cannot afford to send their 
children to this school. Poor and disabled children have 
little educational opportunities in Brazil. 
Unfortunately, there are about two million illiterate 
people in the city of Sao Paulo, with about 18 million 
people in the city and 32 million people outside the 
city of Sao Paulo. 
The number of illiterate people is enormous, and the 
Government does not care to provide education to those 
people because by keeping them in an ignorant state, it 
benefits the Government. There will be no complaints, 
no fights for civil rights, and nobody will learn about 
the laws that protect citizens. Hence, there would be 
fewer problems for the Government. 
According to statistics from the Movimento of 
Alphabetization of Youth and Adults from the Town Hall in 
Sao Paulo, census conducted in 1980, 45 percent of the 
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population from low Fluminense, Rio de Janeiro area 
(children and adults ages 10 to 39 years of age) are 
illiterate. Illiterates in Brazil outnumber literate 
people. The literacy problem will contribute to keeping 
the nation in a slow developing status. Because of this, 
most families do not fight in favor of the rights of their 
children to improve their education because the parents 
do not know any better. Ignorance is working in favor of 
the Government. About 90 adult educational centers were 
founded in Sao Paulo which cover only seven districts of 
the city. These schools are attended by people from 
14 years of age and up. Most of the time, the school 
functions at night according to the people's ability to 
attend. All these good school projects are still not 
enough. Sao Paulo needs even more schools to accommodate 
all people living in both the city and the state. Since 
the first demographic census was conducted in 1872, the 
number of illiterate people in Brazil has not decreased. 
Unfortunately, the number has increased. Today, there are 
about 20 million illiterate people above 18 years of age, 
and about 30 million illiterate people younger than 18 
years of age. The reason is very simple. The Government 
of Brazil has been incapable of providing adequate literacy 
programs. 
The Government cannot succeed in asserting the teach¬ 
ing universalization of the first level. The fact is that 
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only beginning with the year 1920 can it be said that 
Brazilian society began to mobilize and implement the 
basic educational subjects. This expansion, however, had 
a major significance around the second half of the 
1940s. 
The old primary education teaching brew 50 percent in 
the 1940s, 56 percent in the 1950s, and 64 percent in the 
1960s. In the meantime, in the 1970s, there was a retrac¬ 
tion over all educational levels. 
During the decade of the 1980s, there was one expan¬ 
sion of 25 percent in the first four years at the primary 
level. This index was extremely worrisome because 
illiteracy among adults and children was escalating 
(Maciel, 1987, pp. 26-27). 
The city is growing very fast and state government 
cannot cope with the increase in population. The 
tremendous influx to the city daily from North and 
Northeast of Brazil has not been addressed. This migra¬ 
tion increase is creating problems for the state and is 
postponing the educational development of all children in 
Sao Paulo. Even though more schools are built, more are 
needed. Presently, children sit on the floor to attend 
class, because there are not enough public schools to 
supply the needs of the Paulista's children. In Sao 
Paulo, there are not enough schools, teachers, profes¬ 
sionals, para-professionals, psychologists, social workers. 
140 
and special needs teachers; but most of all, there is not 
a viable curriculum to cover all the problems and needs of 
each individual child. The number of favelas is growing 
in the city because there is not enough housing for these 
migrant families who arrive daily in Sao Paulo. These 
families are living in the most depressing kind of 
poverty—no sanitation, no water, and no garbage collec¬ 
tion. They live on top of their own garbage with rats, 
cockroaches, and mosquitoes in abundance. 
The children from the favelas may never attend school. 
They will end up in the street as beggars bringing money 
to the parents who most of the time sit at home drinking, 
using drugs, and committing terrible crimes in the city 
streets and adjacent areas to support their habit. It is 
not a problem just in Sao Paulo, but also in all big 
cities in Brazil. This is Brazil today! 
In order to improve the educational programs in 
Brazil, the Government, together with the Ministry of 
Education and Welfare, must work together to improve the 
quality of life of the families by removing people from 
favelas and children from the streets. Education for 
parents should be created to teach them how to discipline 
themselves to work, to learn about hygiene, and to 
educate their children to become future citizens. Let 
the parents know the necessity for education; allow them 
easy access for their children in school. Free meals. 
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school materials, and uniforms should be provided for all 
children. Jobs for the parents plus technical education 
should be provided in order to improve their life-style. 
Without all this programming, success cannot be achieved. 
Brazil is rich in natural resources, such as iron, 
minerals, gold, bauxite, manganese, zinc, and oil. It 
also has agricultural products, such as coffee, sugarcane, 
cotton, corn, beans, cacao, timber, and soya. There should 
be no problem for the Government of Brazil to utilize all 
these wonderful resources to help the poor people of 
Brazil. Disastrously, the Government of Brazil is using 
all its resources for the benefit of the rich, ignoring 
the plight of the poor. 
In Brazil, rich families send their children to be 
educated abroad, while poor families send their children 
to work. Many children drop out of school because they 
have to go to work. Today, the minimum salary in Brazil 
is $92.00 monthly. No family can live with so shocking 
an economy. There are a lot of hungry families in Brazil, 
so children, boys and girls ages 10 to 18, go to work 
instead of school. Some go to school at night, but they 
learn nothing because they are tired and lack the incentive 
to go to school. Most of the time, they are sick, hungry, 
and unhappy with their lives. Very young children in 
Brazil are given the responsibility to help their parents 
to raise others at home. The general level of education 
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of the family is most closely related to school success 
of their children. Usually to middle-class people, 
the education level is most important. Also, high 
income, family stability, good health, and good 
housing are conditions under which parents can educate 
their children. If a parent has a good income, his 
or her children more often can attend better schools, 
such as private or religious institutions, and the 
presumption is that those educated children will be the 
leaders of tomorrow. 
How about less privileged children? Who knows about 
their future? Could they one day become productive 
Brazilians too? 
Analysis of Administrators of Schools 
Administrators interviewed in Sao Paulo indicated 
that their hands were tied because they could do nothing 
to improve the school situation in Brazil without govern¬ 
mental approval. 
The principals of the schools indicated that it is 
important for the Government to maintain four to five 
shifts in school because it will save time and money. By 
building more schools and employing more teachers, there 
would be an excess. Also, it is very important for the 
Government to keep people ignorant because then you can 
control them more easily. 
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The schools have no educational philosophy of their 
own. The philosophy of education in Brazil was taken from 
either the French, Portuguese, or American systems. 
No school principal is allowed to have his or her 
own philosophy because it would not work in his or her 
school or others. If the principal wants to help any 
students in school, the possibility is zero. Children 
have only two to four hours daily of school. If the stu¬ 
dents are intelligent, they are able to learn; if they 
are not, they will stay back next year or keep receiving 
social promotions and a diploma will then be granted. 
Most of the school children leave illiterate. They knew 
nothing at the beginning of school, and they learned 
nothing during attendance. They leave school without 
knowing how to read and write properly; not able to con¬ 
tinue their education to an advanced level. 
Principals are unable to ask parents to fight for 
their children's educational rights because the Government 
does not allow it. If the principal does so, he or she 
probably will lose his or her job, and his or her career 
will be extinguished. 
If a handicapped child attempted to enroll in the 
schools in Sao Paulo, the child would not be accepted. 
The reason is that no physical access is provided. No 
adequate staff is available to help the child. Very few 
schools in Brazil are provided with a nurse, psychologist, 
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social worker, or physical therapist. Thousands of 
children annually are dispensed for lack of space to 
support all the children in school. 
The principal of a school cannot do anything to help 
these children. He or she cannot allow the children to 
sit on the floor to attend class, which happens in various 
schools in Brazil (especially in Sao Paulo). Since the 
First Republic (1891 to 1925), the school curriculum has 
not changed. There has been some improvement but not 
enough to keep up with today's development. Even History 
and Geography continue as in the past. The principal 
mentioned the new Europe and Russia's modification and 
how the school curriculum should be modified but nobody 
cares to recognize the need for change. 
The most important factor is the lack of interest on 
the part of students to improve their learning. The 
principal of a school commented in his interview that the 
children plus the parents do not care about education. 
Children are coming to school without any incentive to 
learn. Most of them come to school because they receive 
a free meal daily. They do not care about their grades, 
and they never do their homework at home. They do not 
take notes home about the subject learned in class. 
Parents are called to the school, but nothing is done to 
improve the children's behavior. The Government orders 
the teachers to pass those children and get rid of them 
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as fast as possible to give a place for others who will 
repeat the process. 
The parents often come to school to fight for their 
children—for a better education, for better programs, 
and for better teachers—but they go to the wrong place. 
They should go to the Government House in Brasilia, not to 
the powerless principals of the schools. However, there 
is a major economic problem here because few, if any, have 
money for such a trek. 
The principal of the school cannot do anything to 
improve the children's education because most of the time 
he or she has in his or her school 3,000 students. Every 
two hours, a new shift is started and little learning of 
value can take place in two hours. 
This is not so in private schools. Children who go 
to private schools have a minimum daily attendance of four 
hours. Two or three times a week the children come back 
to school after lunch for physical education, which never 
occurs in public schools. 
Private schools do offer a better education than 
public schools. Unfortunately, the tuition in 1992 
escalated so that most families cannot afford to send 
their children. These children will be attending already 
crowded public schools this year. It is impossible to 
imagine what education in Brazil will be like in the next 
five or ten years. With private schools increasing tuition 
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costs, many children will be transferred to public schools. 
Many of these excellent private schools will close for lack 
of students; then there will be only public schools func¬ 
tioning in Brazil. 
Now the question is, will the public schools improve 
or continue to deteriorate? Time will tell. 
According to the principals of schools, there are 
many good teachers who want to help students; but, unfor¬ 
tunately, they lose interest because there is a lack of 
time or the proper facilities to promote better educa¬ 
tion . 
Analysis of Teachers in 
Brazilian Schools 
Teachers are unhappy with the Brazilian school system. 
There are no incentives offered by the Government to 
improve the quality of education. No innovative curricu¬ 
lum is available. The curriculum was taken from French, 
Portuguese, and American schools. This curriculum does 
not fit the cultural background and educational stratum 
of Brazilian children. 
Teachers are not recognized by the Government as 
respected members responsible for the future of Brazil. 
Teachers receive the lowest pay in the country, and are 
viewed with disdain. Most of the teachers look upon their 
jobs as little more than baby-sitting the students, and 
marking time until retirement. The efficiency of any 
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school system is best when the system is able to bring 
all students to a sufficient level of knowledge to meet 
the requirements for promotion to the next highest level in 
the educational system. (The construction of more public 
schools in Sao Paulo and other cities will contribute to 
a reduction in the wastage of talent, which results from 
failure to educate all the children in Brazil.) Smaller 
classes will help teachers in their constant struggle with 
unmanageable numbers; better-built schools will replace 
dead-end unitarias and totally inadequate buildings now in 
use. The result will be an appreciable improvement in the 
ability of schools to carry their students through to 
graduation. 
Overcrowding is not the only problem which the schools 
of Ciudad Sao Paulo face. Schools can also stand some 
improvement in instruction, plus additional instructional 
materials, and evaluation techniques. 
In the present analysis, the argument is that attempts 
to improve the performance of teachers must attend to their 
extra-classroom activities. However, because of the lack 
of time, no attempt for extra-classroom activities is done 
by the teachers. Two and one-half hours are not enough 
to teach the children of Brazil the basic subjects on a 
daily basis. Consequently, the problems that are encoun¬ 
tered in the school continue to multiply. 
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An analysis of teachers interviewed in Brazilian 
schools showed the following results: 
(1) Teachers receive lower salaries, less 
than minimum. There have been no pay 
increases for advanced studies or for 
participating in refresher courses offered 
by the Ministry of Education during the 
Summer. 
(2) The Brazilian Government never took the 
initiative to increase teachers' 
salaries unless teachers went on strike. 
The Government neglects its obligation 
to pay them a living wage comparable to 
other professional fields. 
(3) Teachers have no textbooks, supplementary 
materials, or organized curriculum which 
could make teaching more effective. 
(4) Overcrowded classes, about 40 to 50 
children in one room, create a major 
problem. 
(5) There is not enough time to teach all 
children in two or even three hours. All 
subjects cannot be accommodated in that 
amount of time. 
(6) Teachers are humiliated by the system 
because their own salaries do not give 
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them a decent living standard. Teachers 
work two or more shifts in order to 
double their salaries. Because of the 
salary question, there is an inadequate 
number of people in the educational 
field and the problem of illiteracy 
continues to grow. 
(7) Teachers state that until a well- 
developed readiness and enrichment 
program is devised, better teachers 
are trained, and updated educational 
material designed and developed, the 
programs will no doubt be only a baby¬ 
sitting operation. 
(8) Parents keep their children at home 
because they need their children to help 
financially support the home, since the 
parents' salary is not enough to support 
the family. 
(9) Children come to school without any 
breakfast or lunch. Many children come 
to school only to get free meals. 
(10) Because the majority of parents are 
illiterate, little help is given at home 
to facilitate the educational success 
of the children in school. 
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Problems Encountered in the 
School System 
Most public and private schools in Brazil keep only 
the enrollment card filled out by the child's representa¬ 
tive (if literate) at the time of enrollment. These 
cards provide information on birth place, birth date, sex, 
school in which previously enrolled, previous grade if it 
exists, marks for that grade, plus the name of the child's 
representative. Home addresses are not recorded because 
families move constantly. Families move as the economy 
demands. Many women who are the sole support of the 
family must move in order to find employment. The problem 
of studying a child's record is further complicated by the 
frequency which families change residence and schools. 
For all these reasons, it would be difficult, if not 
impossible, to measure the efficiency of schools in many 
areas away from the big cities. 
Many mothers move from place to place, therefore 
the child is obligated to leave the school he or she 
attends to transfer to a new school near the mother's new 
job. Each child has to travel with his or her mother to 
the nearest place where she works. Consequently, children 
are constantly changing from one school to another. (There 
is no way that the schools can solve this problem, unless 
curriculum is standardized.) 
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In addition, the bane of rural education has been the 
incomplete or unitary schools. The central Government 
yields to pressure from rural people who wish schools on 
any terms; but, in some instances, rural people are 
powerless to achieve their demands. Instead, the central 
Government provides them with a one- or two-room building 
that is a school in name only. There is no bus service 
for primary schools. Children enter the incomplete 
schools, spend a few years of desultory squinting towards 
the blackboard, and drop out before they attain any benefit 
from the experience. For this reason, the wastage rates 
are enormously high in rural areas of Brazil, as well as 
in other South American countries. 
The people of Brazil are hoping that some day the 
Ministry of Education or the Government of Brazil will do 
something to improve education in Brazil, so that the 
youngsters will attain some measure of knowledge. 
School vandalism is a daily occurrence. People and 
youngsters break in school to steal materials in order to 
sell them to make money. Because of it, the schools are 
like prisons. There are bars all over the school—on the 
windows and doors—plus gates around the school. Each 
door is reinforced in order to keep thieves out. Thieves 
steal anything they see in school—desks, maps, chairs, 
books, and other materials. In some schools in the 
suburbs of Sao Paulo, the children have to eat their lunch 
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at their own desk because they cannot leave, otherwise 
the child will find nothing on his or her desk upon his 
or her return. The people from outside come in and steal 
all the school materials they find. There are no police 
to guard the schools or to assist children crossing 
streets after school. The thieves hide themselves behind 
bushes; and at the first opportunity, they invade the 
schools. 
Today, many schools have very few windows to prevent 
robberies. Most of the rooms are dark and dismal. The 
walls are white and empty. This is a sad picture of 
Brazilian schools. Teachers are afraid to go to work 
because they do not know what is going to happen. How 
can the Brazilian children be educated when they are grow¬ 
ing up in this environment? These poor children do not 
have a good educational example in school or at home. 
Most of the children in rural schools in Brazil lack most 
of the conditions conducive to a good life either in 
school or at home. It is the extended family, not just 
the parents, and the situation in which it finds itself 
is important for the education of the child. Unfortunately, 
more than 70 percent of the parents in rural areas in 
Brazil are illiterate, so educational participation is 
somewhat limited. Irresponsible administrators are 
unable to administer and lead the educational system in 
Brazil. The argument is that rural schools in Brazil are 
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considered by parents and most of the populace as a waste 
of time. If the wastage within school levels is high, 
the wastage between them is even more appalling. There is 
currently no articulation between primary and middle 
schools in Sao Paulo or other schools in Brazil. One can 
imagine the situation which faces the barrio mother, when 
and if her child has been persistent and lucky enough to 
win a complete primary education. The child, 14 to 20 
years of age aided by a parent with less than a primary 
education, must now choose a special purpose middle school. 
These children lack the educational background but are 
desirous of an ultimate goal. In Brazil, the choices are 
articinal, technical-industrial, commercial, and general 
preparatory. This is a choice without guidance which will 
affect the child's life. There is no one in the primary 
school assigned to encourage the child to go forward. 
The staff of middle schools only discourage the child 
by complaining about his or her poor primary preparation 
without any follow-up of his or her progress in the 
primary school. Statistics are not currently available 
since records are not kept in an organized method either 
by computer or paper transfer. The situation is more 
startling because there is no effective system within the 
primary level, so that the preparation of the children 
differs greatly from school to school. Yet there is no 
cognizance of this in the middle schools. Each middle 
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school sets its own rigid standards, teaches all courses 
at exactly the same level, and offers no remediation. 
Primary teachers must be cognizant of what is expected of 
their students at the middle school level; and middle 
school teachers must be aware of what their children 
supposedly learned at the primary level. This is par¬ 
ticularly necessary to ensure adequate supervision and 
inservice training of teachers. Teachers in Brazil are 
certified but at a minimal level of competence. 
The same difficulties are observable in curriculum 
development. There is no continuity in science, 
mathematics, language arts, or social studies among 
isolated schools. Brazil suffers from so many problems— 
economically, socially, and educationally—that no 
curriculum changes have taken place (Gonzalez, 1989, 
p. 73) . 
The system proposed attempts to commence solving 
this problem by breaking down the barriers between levels 
and developing and coordinating curricula and inservice 
training from grade one to the middle level. Unfortu¬ 
nately, however, the project died before any attempts 
could be made to promote it. 
Finally, no school library exists within the 
facility. No attempt is made to create a library. This 
idea is unthinkable because the libraries suffer from 
vandalism. Without a library, there likely will not be 
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an incentive on the part of children or parents to read. 
The notion is that the community school library program 
could provide a setting for graded, follow-up reading for 
both children and adults. 
CHAPTER V 
GENERAL EDUCATION 
Introduction 
To raise the level of its people's literacy is 
Brazil's major educational problem. During the course of 
the nineteenth century, as the general level of culture in 
various countries became an object of attention, the 
literacy rate was usually regarded as one of the most 
significant indices of social heritage. But statistics 
of illiteracy in the past were not always collected in 
such a way as to provide a reliable and uniform basis for 
international comparison. 
Figures for different countries did not represent 
the same age groups and these were not classified as to 
sex, nationality, and race. Variations in methods used 
were manifold. Literacy rates, with no regional distribu¬ 
tion, ranged from a sample of the total population (all 
ages) to samples of those of ages five, six, seven, ten, 
or fifteen, or even of those of marriageable age, or of 
army conscripts. For instance, in England, the per¬ 
centages were based upon the proportion of those signing 
their names in the marriage register with a mark, 32.6 
percent for males and 48.9 percent for females in 1845. 
In certain other groups, the percentage of illiteracy was 
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determined by the number of those ten years of age and 
over who were unable to read or write a short letter. 
India and Egypt had an illiteracy rate above 90 percent. 
Argentina had an illiteracy rate of 78 percent in 1870. 
Among Negroes in the United States, illiteracy was 
estimated at 70 percent in 1880. In 1900, illiteracy 
among immigrants on arrival in the United States was 
calculated at 25 percent, while the rate of all Americans 
of ten years of age and over had declined to 10.7 percent 
by that time. Statistics gathered during World War I 
demonstrated that 24.9 percent of the American soldiers 
were functionally illiterate, and laws were passed 
imposing a literacy test upon all immigrants. In 1930, 
the rate for the entire United States was given as only 
4.3 percent, and at present it is negligible (Hunnicutt, 
1969, p. 315). 
According to Jonathan Kozol (1986) , 25 million 
American (U.S.A.) adults cannot read the poison warnings 
on a label. An additional 35 million Americans (U.S.A.) 
read only at a level which is less than equal to the full 
survival needs of our society. Together, these 60 million 
people represent more than one-third of the entire adult 
population. 
The largest number of illiterate adults are White, 
native-born Americans. In proportion to population, 
however, the figures are higher for Blacks and Hispanics 
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than for Whites. Sixteen percent of White adults, 44 
percent of Black adults, and 56 percent of Hispanic 
citizens are functional or marginal illiterates. 
Figures for the younger generation of Black adults 
are increasing. Forty-seven percent of all Blacks 
seventeen years of age are functionally illiterate. That 
figure climbed to 50 percent in 1990. 
Fifteen percent of recent graduates of urban high 
schools read less than sixth grade level. One million 
teenage children between twelve and seventeen years of 
age cannot read above the third grade level. Eighty-five 
percent of juveniles who come before the courts are 
functionally illiterate. Half the heads of households 
classified below the poverty line by federal standards 
cannot read an eighth grade book. Over one-third of the 
mothers who receive support from welfare are functionally 
illiterate. Of eight million unemployed adults, four to 
six million lack the skills to be retrained for high 
technology jobs. 
The United States ranks 49th among 158 member nations 
in its literacy levels. 
In Prince George's County, Maryland, 30,000 adults 
cannot read above a fourth grade level. The largest 
literacy program in this country reaches 100 people yearly. 
In Boston, Massachusetts, 40 percent of the adult 
population is illiterate. The largest organization that 
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provides funds to the literacy programs of the city 
reaches 700 to 1,000 people. 
In San Antonio, Texas, 152,000 adults have been 
documented as illiterate. In a single municiple district 
of San Antonio, over half of the adult population is 
illiterate in English. Sixty percent of the same popula¬ 
tion sample is illiterate in Spanish. Three percent of 
adults in this district are at present being served. 
In the state of Utah, which ranks number one in the 
United States in the percent of total budget allocated to 
the education sector, 200,000 adults lack the basic skills 
for employment. Less than 5 percent of Utah's population 
is Black or Hispanic (Kozol, 1986, pp. 4-6). 
Together, all federal, state, municipal, and private 
literacy programs in the nation reach a maximum of four 
percent of the illiterate population. The Federal 
Government spends $100 million yearly to address the needs 
of 60 million people. 
In 1982, the Executive Director of the National 
Advisory Council on Adult Education estimated that the 
Government would need to spend about $5 billion to eradi¬ 
cate or seriously reduce the problem. The commission 
he served was subsequently dismissed by presidential order 
(National Advisory Council on Adult Education, 1984). 
Today, the number of identified non-readers is three 
times greater than the number former President Jimmy Carter 
had in mind when he described this challenge and defined 
it as an obligation that he would not shirk. 
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On April 26, 1983, pointing to the literacy crisis 
and to a collapse in standards at the secondary and college 
levels, the National Commission on Excellence in Education 
(1983) warned: "Our Nation is at risk." 
The U. S. Department of Education (1983) tells us that 
23 million American adults are totally or functionally 
illiterate. An additional 23 million Americans function at 
a level which is marginal at best. In a separate statement, 
the Office of Vocational and Adult Education states that 
”74 million Americans . . . function at a marginal level or 
less" (Office of Vocational and Adult Education, 1983). 
A third release, distributed by the White House on 
September 7, 1983, states that "26 million Americans are 
functionally illiterate. ... An additional 46 million 
Americans function at a marginal level or below." 
In another statement, the Director of the National 
Institute of Education tells us that an estimated 23 mil¬ 
lion adults are functionally illiterate (U. S. Department 
of Education, 1984). Newsweek (July 30, 1984) adds that 
this is one-fifth of the adult population, a calculation 
which diminishes the adult population of the nation by 
40 million people. 
The U. S. Bureau of the Census meanwhile states that 
"virtually 100 percent of the general population" are 
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literate but that the figure is about 96 percent for 
"members of minority groups." The Bureau drew most of 
its figures from a written answer to a printed form 
(U. S. Bureau of the Census, 1979) . 
According to some evidence, the Adult Performance 
Level (APL) concludes that 30 million men and women are 
now "functionally incompetent" and another 54 million 
"just get by." This total of 84 million far exceeds all 
other estimates that we have seen. 
Looking at a different body of criteria. Hunter and 
Harman (1979) reported that a maximum of 64 million 
persons sixteen years of age and over had not completed 
high school (and were not presently in school) in 1979. 
While rejecting grade completion levels as reliable 
determinants of literacy levels. Hunter and Harman drew 
attention to the fact that numbers drawn from two entirely 
different sources (grade completion and the adult 
performance level) appeared to be so close. Hunter 
believes that a figure in excess of 60 million is a 
realistic estimate for 1984 (Hunter & Harman, 1979). 
Calculations from other groups and other scholars 
indicate that even this is a conservative projection. 
Harvard Professor Jeanne Chall (1984), while understanda¬ 
bly impatient with the numbers game, states that the 
total estimates of 75 to 78 million seem to have some 
merit. 
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However, the total adult population in 1984 was 
174 million. By even the most conservative calculations, 
it is well above one-third of all American adults, 
depending upon where the line is drawn between the 
categories "functional" and "marginal". The calculation 
was less than 60 million in 1984. 
Hunter and the directors of the Texas APL (Adult 
Performance Level) proposed the following minimal 
estimates for 1984: 25 million reading either not at all 
or at less than fifth grade level; 35 million additional 
persons reading at less than ninth grade level. Note 
that, in both cases, it is speaking of performance and 
not of years of school attendance. 
All of these 60 million people should be called 
"illiterate in terms of United States print communication 
at the present time." Both Hunter and the APL agree that 
these are cautious figures. These, then, are the figures 
used within this research study. 
In Brazil, illiteracy was estimated in 1872 to be 
about 80 percent of the total population, which was 
chiefly rural. With great efforts, the rate has been 
reduced in the last seventy years, but it is still high. 
In many places, a better record has been achieved and the 
general prospects for advancement were perhaps never 
brighter. The 1940 census gives the number of illiterates 
at 55 percent of the total population. Much remains to be 
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accomplished, and Brazil needs to be surer of the road to 
take in the elimination of illiteracy. 
In the colonial period, there were transplanted 
settlers who, generally speaking, were ignorant, poor 
masses of relatively uneducated immigrants. These factors 
created myriad problems in the Brazilian educational 
system. The educational conditions of the country from 
which they came, and the great mass of immigrants coming 
to Brazil, were made up of poor laborers and peasants. 
The schools were closely associated with the church; and 
while the Jesuits supplied some elementary education and 
established seminaries in the country, it is certain that 
thousands grew to manhood with no schooling and that 
other thousands received only a meager amount in the few 
government schools of that time. 
During the Regency in the first quarter of the 
nineteenth century, popular instruction was still far 
from progressive. In Rio de Janeiro, there were classes 
in philosophy, rhetoric, Greek, Latin, and military 
science, as well as some primary instruction. A long 
fight was waged before the policy of public education for 
all those of school age was adopted. A few institutions 
of higher education were provided by the Prince Regent, 
but they were, in general, open to professional and 
leisure classes only. The Regent also established the 
Public National Library, the Botanical Gardens, the 
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Military Academy (1810), and other institutions. A 
Laboratory of Practical Chemistry was established in 
Rio de Janeiro in 1812. During the Empire (1822-1889), 
the average amount of schooling showed a statistical 
increase. The first law on public elementary instruction 
appeared in 1827, and the earliest normal schools were 
established in Niteroi (1835) , in Bahia (1842) , Ceara 
(1845), and in Rio de Janeiro and Sao Paulo (1880). 
Statesmen of the Empire at least had ideas of plans. A 
number of other educational establishments were started, 
and many drafts for new educational policies submitted to 
the Government were made into law (Briquet, 1944). But 
there was a landed aristocracy, about which Professor 
Lourengo Filho (1940) states: "The economy of the Empire 
was based upon slavery and latifundia (large estates). 
The cultural pattern was that of an agrarian civilization, 
to which the people's education was a matter of no direct 
concern. What was of interest was the preparation of an 
elite capable of preserving the Court's privileges. This 
tendency gained strength. Thus, when the Monarchy ended 
(for a population of 14 million, the general enrollment 
in primary schools was only a little over 250 thousand 
people on a rather high level), academic education was 
maintained (medicine, law, and engineering), and the fine 
arts also attracted students even from other American 
countries. But both secondary and primary instruction 
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were insufficient and badly conducted in relation to the 
real needs of the people" (p. 2). 
The Republic maintained the same tendency. The idea 
of an education to serve and direct social organization 
found no support in the national thinking, imbued as it 
was of a priori judicial form rather than of the capacity 
to see and feel the real problems of social change. The 
Ministry of Public Instruction, under Benjamin Constant, 
for this reason, would be an ephemeral episode. For many 
long years, it was questioned whether the central 
Government could or could not take care of primary educa¬ 
tion in the states. 
Economic Status 
Brazil has not had the money nor the material 
resources to make public education available to all citi¬ 
zens. Many children receive primary education. About 
85 percent of the children are in free public schools; 
the remainder are in private schools where parents pay 
tuition. But even so, more than one million children of 
school age go without schooling. Probably one-half 
million children live within reach of a school that has 
no room for them. 
A large percentage of public school buildings do 
double duty: one group of children comes in the morning. 
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and another group, perhaps with a different teacher, enters 
in the afternoon. Many buildings are too inadequate to 
accommodate all the children even on this basis. Taxes 
are low in Brazil; and tax-paying ability is also low, 
so that the educational problem is part of the fundamental 
economic problem of the whole country. The present 
Constitution requires that the states and counties spend 
20 percent of their income on education, on programs for 
moderning education, and on providing new public school 
buildings. 
Financing Education 
The Elementary Education Fund comes from special 
taxes. Other funds for financing education are derived 
from general receipts at municipal, state, and Federal 
levels. Enrollment, examination, and certification fees 
are charged at high levels in some facilities. 
The basis for educational financing is found in the 
Brazilian Constitution of 1946. The law directs that the 
governments of the respective federated states be responsi¬ 
ble for financing public education. Article 169 stipulates 
that at least 10 percent of the income from taxes at the 
Federal level shall be devoted to the organization and 
development of education. The government of the states 
and municipalities, as well as of the Federal District, 
shall apply 20 percent of its total income for education. 
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Santa Maria in Rio Grande do Sul spent 50 percent of its 
income from taxes and almost 14 percent of its total 
income. Each state and each municipality has its own 
particular financial arrangements (United Nations 
Educational, Scientific, and Cultural Organization, 1955) . 
A movement toward greater autonomy at local, state, 
and Federal levels, recommended by the National Conference 
on Education held by the Brazilian Education Association 
in 1954, is evident. Some of the present laws, however, do 
not permit autonomous financing. Ultimately, funds, other 
than those specified as percentages in the Constitution, 
are to be allotted to education—public property rentals, 
interest on loans, and income from special taxes. 
The primary source of funds can be expected to shift 
to municipalities with aid from the states. The states, 
in turn, will receive assistance from the Federal 
Government. According to the 1946 Constitution, Article 
169, "The Union shall apply annually, not less than ten 
percent, and the states, the Federal district, and munici¬ 
palities not less than twenty percent, of the revenues 
derived from taxes, to the maintenance and development of 
teaching" (Fitzgibbon et al., 1948, p. 98). 
Financing at Instructional Levels 
Pre-primary education is supported by various 
agencies. About one-half of the kindergartens are 
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financed by public authorities and the rest by private 
authorities. In 1953, there were about 1,600 
kindergartens, 30 municipal nursery schools (mostly 
attached to Normal Schools), and 30 private nurseries of 
which 22 were assisted by private funds. 
States and municipalities provide about 84 percent of 
the total support of elementary education. Expenditures 
include teachers' salaries, operating costs (medical, 
dental, and school supplies), and meals. The latter 
services are supported to a great extent by private con¬ 
tributions from cooperatives. Some states, in order to 
reduce their administrative responsibility, make direct 
grants to cooperatives. 
Secondary education receives most of its support from 
private sources. The combined municipal, state, and 
Federal Government support amounts to a little more than 
30 percent. The states and municipalities, however, are 
beginning to assume a greater role. Industrial, commer¬ 
cial, and some agricultural establishments employing more 
than 100 persons are required by the Constitution to pay 
one percent of their total payroll for the support of 
commercial and industrial apprenticeship schools. 
Distribution of Expenditures 
Total expenditures for education were financed as 
follows: 38 percent by the Federal Government; 52 percent 
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by the state; and 10 percent from municipal authorities. 
The percentage distribution by instructional levels was 
primary education, 62.6; primary teacher training, 19; 
secondary education, 12; and higher education, 6.4 
(Conselho Nacional de Estatistica, 1956b, p. 139). 
This fund was created by Law 4,958 of 
November 14, 1942, and continued by the Primary Education 
Organic Law of 1945. The purpose of the fund is to assist 
local agencies to reorganize and strengthen their educa¬ 
tional primary system. Revenue is derived from special 
taxes, such as a stamp tax on official documents, and a 
percentage of the income derived from the liquor tax. 
The Instituto Nacional de Estudos Pedagogicos (INEP) is 
the administering agency. Seventy percent of the annual 
revenue is earmarked for construction of rural primary 
schools and regional teachers' colleges. The campaign 
for Education receives 25 percent to extend supplementary 
education for illiterate adolescents and adults. The 
remaining 5 percent is assigned to the organization of 
specialized training courses for educational administra¬ 
tors . 
National Fund for Secondary Education 
This fund, known as the Fundo Nacional do Ensino 
Medio in Brazil, has been in existence since 
November 25, 1954. The fund is used to improve secondary 
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education in the Nation by extending scholarships to needy 
students, supplementing teachers' salaries, and providing 
money to purchase equipment and improve teaching facili¬ 
ties. These subsidies are given to institutions whose 
funds are inadequate to meet minimum requirements set by 
the Ministry of Education and Culture. Funds are dis¬ 
tributed in accordance with ascertained needs, and receiv¬ 
ing institutions must devote at least 40 percent of the 
allotted money to teachers' salaries. The quota for 
scholarships is based on needs in the various areas. Funds 
are derived from not less than one percent of the National 
tax receipts and administered by the Ministry through INEP 
and the Directorates of Commercial, Industrial, and 
Secondary Education and by regional commissions and school 
boards (Medio, 1955, pp. 208-209). 
School Conditions 
School Buildings 
As in most countries, school buildings in Brazil range 
from the simple to the magnificent. This variety reflects 
conditions under which the schools were started and under 
which they operate. The isolated, underpopulated areas 
use available resources to provide for their few children. 
Small private schools, in most instances, were started in 
private homes or in remodeled dwellings. As the trend 
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moves toward public schools, the school plants are being 
designed for multiple purposes. Early construction was 
ornate and difficult to maintain. The trend now is toward 
simple, modern, and functional designs. 
The Instituto Nacional de Estudos Pedagogicos (INEP) 
rural school construction program has followed certain 
basic designs for different size schools. Most of the 
interior schools provide living quarters for teachers. 
The highly populated centers are building multiple class¬ 
room structures with attractive landscaping and adequate 
play areas. The Ministry of Education and Culture is 
deeply involved in school building design and construction 
because of rapid increases in population and school 
enrollment. School construction is at an all-time high. 
Modern design is evident. One example is the Colegio 
do Estado de Minas Gerais in Belo Horizonte. The inspira¬ 
tion for the design is said to have come from a box of 
pencils, a ruler, and a blotter. The architect, Oscar 
Niemeyer, who participated in the United Nations building 
design in New York, fashioned the auditorium like an oval¬ 
shaped blotter, the main body of classrooms like a ruler, 
and the wing like a box of pencils. Many distinctive 
designs are being used in new construction throughout 
Brazil. 
The rural school building program, initiated by the 
Federal Government and carried out by INEP, resulted in 
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the construction of 6,125 schools as of May 31, 1955. A 
total of 7,021 schools were to be constructed under the 
program. Of those not finished, 597 were under construc¬ 
tion and 277 were to be started. The budget provided for 
680 multi-classroom schools. By the end of 1955, 460 had 
been completed, 155 were under construction, and 65 remain 
to be built. Of the total number of schools involved, 
only 41 were remodeled. The campaign does not include 
school buildings erected by states and municipalities, but 
only those the Federal Government has built and given to 
local authorities for operation and maintenance. 
The Federal Government, the federated states, and the 
municipalities all participate in designing and promul¬ 
gating official regulations relative to school construc¬ 
tion . 
The National Institute of Educational Studies is 
responsible for establishing standard requirements for 
the construction of primary schools; and it controls the 
execution of the program at the Federal level, including 
examination of plans and building estimates. The 
Directorates of Secondary, Commercial, and Industrial 
Education assume similar responsibilities for schools 
at the intermediate level. At the state level, the task 
is assigned to the public works service, except in a few 
cases where specific agencies have been organized to 
manage school building programs. 
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In 1950, it was estimated that 29,988 publicly- 
owned primary classrooms, 49,669 publicly-rented rooms, 
and 10,116 private-school classrooms were in existence. 
The Ministry of Education and Culture, replying to 
the school building expansion questionnaire at the 
Twentieth International Conference on Public Education 
in Geneva in 1957, estimated that "two million places 
were at present still required" in the school system 
(United Nations Educational, Scientific, and Cultural 
Organization, International Bureau of Education, 1957, 
p. 66) . 
Curriculum 
The basic curriculum for the majority of urban 
schools is quite uniform throughout Brazil. Rural ele¬ 
mentary programs tend to emphasize the teaching of reading 
and writing, sometimes to the exclusion of other subjects. 
Deviations from the following standard curriculum are 
permitted and local additions and deletions occur fre¬ 
quently : 
• Mathematics (elements and arithmetic and 
geometry) 
• Portuguese (the oral and written language, 
handwriting, composition, grammar, 
orthography, and literature) 
• Social Sciences (geography, history, 
regional economics, and hygiene) 
• Drawing and Handwork 
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• Natural Sciences (man, animals, plants, 
and natural phenomena) 
• Singing and Basic Musical Theory 
• Physical Education (with emphasis on 
children's play activities and calisthenics) 
Home Economics and Manual Arts often are included in 
the fifth year. Some localities add Horticulture, 
Gardening, Art Appreciation, and similar studies to the 
school curriculum. 
In a recent study conducted by the National Institute 
of Educational Studies in Rio Grande do Sul, 819 parents 
were questioned on such matters as their judgment on the 
quality of schools and on the value of certain subjects in 
the curriculum. Of the total, 212 considered the schools 
to be very good, 556 to be good, and 22 to be average. 
The results indicate that parents feel that Reading, 
Writing, and Arithmetic represent the core of the curricu¬ 
lum and also rank Health and Home Economics as high in 
importance. 
School Dropouts 
One of the baffling problems to Brazilian educators 
is "school evasion", as it is called in Brazil. The 
percentage of dropouts each year indicates that the hold¬ 
ing power of the elementary school is not high. Among 
the factors reportedly contributing to the high dropout 
rate are untrained teachers, lack of interest, poor 
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facilities, rigid curricula, and outside work. Many 
children do no stay in school long enough to learn the 
rudiments of reading and writing, much less gain a concept 
of health and sanitation and the opportunities of them. 
Of the nearly five million children in elementary schools 
nationwide, more than 50 percent are enrolled in the first 
grade, and then the figure drops to about 5 percent. 
There is a high dropout rate between first and fourth 
grade. Nationwide enforcement of the compulsory education 
law cannot be the answer until facilities are multiplied 
to the point where all children can be accommodated. 
Some basic studies were made in 1954-1955 on school 
attendance. First, the studies showed that children with 
repeated failure sometimes stayed in elementary school 
for seven years. These failures blocked promotion of 68 
percent of the pupils enrolled in the first grade, 42 
percent of pupils in the third grade, and 23 percent of 
pupils in the fifth grade. In fact, the elementary school 
was serving children up to age fourteen. First grade 
rural area enrollment included children from seven to 
more than twelve years of age. According to Professor 
Roberto J. Moreira (1955) : 
Three different conclusions became clear: 
(1) What we thought could be taught in five 
years should take, on the average, seven years; 
(2) the Brazilian people are showing a greater 
interest in education, as is made clear by the 
increasing enrollment and by the fact that even 
adolescents in rural areas are seeking 
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education in the elementary schools; and (3) our 
system of elementary education is still far from 
being sufficient for the people's interests and 
needs. (pp. 25-29) 
Moreira (1955) further indicates that 65 percent of 
the children enrolled in Brazilian schools will have fewer 
than three years of elementary schooling, and that 60 per¬ 
cent will quit school without learning the basic skills of 
reading and writing. He believes the principal reason to 
be the selectivity of the elementary schools, which offers 
a kind of elementary intellectual training that only few 
children can understand and master. Moreira further 
points out that only a small percentage of elementary 
school pupils continue on to attend secondary schools and 
about eight percent of the secondary school enrollment 
continue on to attend higher education. Some believe 
that this intellectual training results in the selection 
of the most gifted of students. 
The School Day and Year 
The pattern of daily schedules in schools is not 
uniform throughout Brazil, although one shift is recom¬ 
mended. Most of the schools in Brazil have two shifts of 
four and one-half hours each. The first shift runs from 
7:30 a.m. to 12:00 noon; the second shift runs from 
12:30 p.m. to 5:00 p.m. In areas where three to five 
shifts (turnos) are held to accommodate more pupils, 
the school day has been shortened to three and occasionally 
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fewer than three hours. The majority of schools have two 
shifts. 
The school year is divided into two periods, with 
the first starting just after February 15 and closing for 
winter vacation by June 30. The second period starts 
about August 1 and closes for summer vacation about 
December 15. 
Six national and religious holidays are recognized 
by the National Congress and certain other holidays are 
recognized in individual states. Sunday is a holiday and 
usually one other day in the week is also free. Some 
states and municipalities choose Saturday, while the 
Federal District recognizes Thursday as the second free 
day. 
Medical and Dental Services 
Medical and dental services are available without 
cost in most urban schools. The larger schools have 
facilities within the school and employ doctors and 
dentists on contract. A public service is offered through 
this medium because medical and dental costs usually are 
prohibitive for the majority of Brazilian people. Public 
and private insurance and welfare plans are utilized to 
relieve the situation somewhat. The majority of people, 
however, have little chance to participate in an organized 
medical plan. 
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School Meals 
Studies of the United Nations Food and Agriculture 
Organization and the World Health Organization show the 
majority of Brazilian children to be suffering from 
malnutrition. Accordingly, a most important auxiliary 
service now being performed by the Ministry of 
Education and Culture is that of providing meals for 
school children. School cooperatives (cooperatives or 
caixas escolares) are assisting school officials in 
carrying out the program. 
In practice, most schools offer some kind of food 
service for school children. The need, depending upon the 
time spent in school (and the amount and quality of the 
meal), vary from place to place. In some places, the meal 
is a gruel made from wheat, eggs, water, and/or milk 
(mingau). When a complete menu is warranted and can be 
financed, the menu may include beans, rice, beef, 
vegetables, and fruit. Canned or powdered milk is pro¬ 
vided daily and sometimes dried milk is obtained from 
surpluses. Both public and private agencies now are 
working to extend the benefits of the school meal service 
to include a greater proportion of Brazilian children. 
The National Nutrition Committee (CNA) plans, with the 
help of the Ministry and the Nutritional Institute of the 
University of Brazil, to extend the school meal program 
throughout the Nation. 
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Teaching Materials 
The publication of teaching guides, textbooks, and 
other materials is on the increase. A series of guides 
have been published and issued to elementary schools on 
spoken language, social studies, natural science, music, 
mathematics, and instructive games. The guality of mate¬ 
rials has been upgraded in the last few years as a result 
of a concerted campaign. 
School and Community 
Although elementary education is a state and local 
function, the community does not have a great deal to do 
with school policies. In the past, the needs of the 
community were not considered in the curriculum; but today 
the idea that schools are agents of the community is begin¬ 
ning to be evidenced in many localities. Public support 
is solicited when children perform in programs for parents 
and when special help is needed for a specific community 
project related to the school. 
School Libraries 
The school library policy is a local prerogative. 
The larger schools maintain a library. Its extent tends 
to be determined by the resourcefulness of the person in 
charge. Use of books is somewhat limited. 
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Elementary School Education 
Public school education in Brazil, in the modern 
sense of the word, is only seventy-five years old, although 
primary education existed in the country throughout all of 
the past century. It had its foundation in two or three 
small institutions, which began to function in 1870 or 
thereabouts. 
Professor J. Kopke, in Rio de Janeiro, and his famous 
elementary school had a great deal to do with the beginning 
of modern methods in the country. Possibly no single 
influence was greater than that of Professor Kopke's 
Escola Americana (American School)—the primary school 
which is part of MacKenzie College in Sao Paulo. During 
the latter decades of the past century, this primary 
school was under the able direction of Dr. Horace M. Lane. 
In view of the signal success of his methods, the state 
government requested him to bring teachers from the 
United States. A small group, under the leadership of 
Miss Marcia Browne, came and organized the first modern 
primary school in the small city of Sao Paulo in Brazil. 
This nucleus became the basis of the statewide system 
of public schools, where reforms under Caetano de Campos, 
Cesario Mota, and Gabriel Prestes reflected North American 
ideas and techniques. The schools, of course, have been 
remodeled and improved with the passing years, and nearly 
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every state in the union has copied the Sao Paulo system 
with more or less efficiency. Several Protestant mission 
schools also wielded a very large influence at this time. 
The Piracicabano, founded by the Methodists in Piracicaba 
in 1881, and Colegio International, founded by the Southern 
Presbyterians in Campinas in 1868, should be mentioned. 
The last-named school continues as the Gammon Institute 
at Lavras, Minas Gerais. 
In the nineteenth century, practically all primary 
education was carried on in the private schools, usually 
of a single class and employing the most antiquated methods. 
In the few public schools of the time, reading, writing, 
spelling, arithmetic, and religion were the only subjects 
taught. Those who could afford to do so sent their chil¬ 
dren to private schools, but they were not much better 
than public schools. Lessons were studied aloud, learning 
by rote. The most advanced pupils in arithmetic might do 
one or two problems in a day, if they could do them with¬ 
out the master's help. By the middle of the century, the 
general conditions in Brazilian public schools were still 
no better than those which Horace Mann had seen earlier 
in Massachusetts, where he found conditions in schools 
"perhaps not appalling, but judged by our standards today 
are extremely bad." 
182 
Primary School Teaching 
Years ago, perhaps fifteen to twenty years, school 
education was provided by people without any training or 
special education. Today, a normal school course is 
required of all teachers. The degree of training and 
preparation varies considerably from state to state. The 
tendency is for constantly higher requirements. According 
to the standards set by the Education Department, stu¬ 
dents are required to fulfill all the courses set by the 
specific school prior to advancing to the college level. 
At present, in the state of Sao Paulo, normal school 
courses have as prerequisites full high school courses. 
This is also true in the states of Rio de Janeiro, 
Pernambuco, Ceara, Rio Grande do Sul, and in some others. 
In a few states, the normal school course parallels the 
last years of high school. In a number of states, there 
was in past years a surplus of graduates of these courses. 
However, there was a lack of buildings and appropriations 
for education (Hunnicutt, 1969, p. 318). 
People in Brazil are concerned with the educational 
problem. The daily and weekly newspapers, magazines and 
pamphlets, public speakers, and government authorities 
constantly stress the need for education. By law, public 
school primary education is free and compulsory. The law 
cannot be enforced for the lack of funds and schools, but 
it shows the ideal in view. Public primary education has 
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been entirely under state supervision and provided for out 
of state and country funds. Recently, the Federal 
Government has begun to supply supplementary funds to some 
of the weaker states, especially those where large groups 
of immigrants have settled and much of the primary educa¬ 
tion was formerly done in a foreign language. At present, 
it is against the law to carry on primary work in any 
language but Portuguese. This is advisable to hasten the 
nationalization of foreign elements of the population. 
Federal aid, from special funds, for the construction 
of 1,500 rural primary schools of a simple type of con¬ 
struction with residences for teachers, have been planned. 
The units will consist of one or more classrooms. 
In the present phase of national reconstruction, this 
situation has completely changed. Toward the end of 1930, 
when the Ministry of Education was created, it included 
a statistical office (Bureau of Education and Health 
Statistics). Following the necessary preliminaries, an 
Inter-State Educational Statistics Convention was entered 
into between the Federal Government and the Federal Units 
in 1931. From 1932 on, there has been absolutely regular 
and reliable annual statistical information, making it 
possible to exercise firm control and serve as the ground¬ 
work of an efficient educational policy (Ministry of 
Foreign Affairs, 1943, p. 533). Therefore, we see that 
the past has had a major impact on the present system. 
184 
Secondary Education 
Statistics of secondary and higher education show 
increasing attendance. Before these two types of education 
are discussed in any detail, it is necessary to establish 
two or three fundamental facts. The first of these is that 
the concept of schools and colleges in Brazil is essen¬ 
tially European and radically different from that common 
in the United States. One studies to acquire knowledge in 
Brazil, and all courses from the high school on are so 
modeled as to present to the pupil a maximum of accumulated 
knowledge. The number of subjects taught and the manner in 
which they are taught are all made to contribute to the 
students' accumulating the greatest possible sum total of 
knowledge. In other words, a school or college exists for 
instruction rather than for education, if by education we 
understand a full knowledge of how to live knowing how 
to use what has been learned. It should be stated, how¬ 
ever, that there is a strong movement against encyclopedic 
learning and recent changes in Brazilian school programs 
tend toward simplification and greater emphasis on 
education as we understand it. 
The second point is that throughout the field of 
secondary and higher education, a single rigid invariable 
national pattern is followed. From it there can be no 
deviation on the part of the school or the pupil. 
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There are two courses in secondary education offered 
in all Brazil: (1) the general high school course of four 
years (after a five-year primary course) designed for prepa¬ 
ration for the senior high school, and (2) the colegio, 
or senior high school, course of three years, which is 
more specialized in nature. No high school is officially 
recognized unless it gives exactly the same program as that 
given in Dorn Pedro Segundo, the Federal Government School 
in Rio de Janeiro. A Federal inspector is maintained in 
every school for the purpose of certifying to the fact 
that this single standard course is carried out to the 
letter and that the proper work is done. No child can get 
into this course except by admission examinations in the 
first year, and the course must be taken in its successive 
four years by promotion. No one can enter any university 
in Brazil unless he or she has had his or her four-year 
high school course, supplemented by three years of senior 
high school work, which may be either scientific or 
classical, according to whether the student intends to 
take Engineering or Medicine, Law or Humanities (Hunnicutt, 
1969, pp. 322-324). 
The twelve years of schooling necessary for admission 
to a professional college represents more preparation than 
is given in an eleven- or twelve-year course (through 
high school) in the United States. It is difficult to 
obtain credit for work done in other countries and almost 
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impossible for a child coming to Brazil to break in where 
he or she is normally prepared to enter. He or she may 
take certain examinations in official government high 
schools to ascertain his or her standing, or else he or 
she must, at the beginning, lose whatever work he or she 
may have already done in high school. If the student has 
reached eighteen years of age, he or she can complete the 
high school course in three years, which allows him or her 
to begin his or her professional courses at twenty-one 
years of age. 
Dom Pedro Segundo, the Federal High School in Rio de 
Janeiro, establishes the pattern. Each state government 
has one or more high schools, and a few counties maintain 
a high school at the county seat. But about 93 percent 
of secondary education is done in private schools, all 
under Federal Government supervision and inspection. In 
the United States, the contrary is true, since only seven 
percent of secondary education is carried on by private 
schools. 
In a complete reorganization of secondary education 
contemplated by the Minister of Education, the old ideal 
of encyclopedic education was repudiated and the statement 
made that "the reorganization gives secondary education 
its real goal, which is the formation of adolescent 
personality." It was declared that "the specific character 
of secondary education is its function of forming in 
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adolescents a solid general culture marked both by the 
cultivation of the ancient and the modern humanities." 
The new regime is opposed to the old scheme of simple 
stepping stones to higher courses, and its aim is to have 
"character-forming education." If these results are 
obtained, great progress will have been made. Not only 
will the higher courses receive better trained candidates, 
but those who stop their education at the end of the 
secondary course will have a much better preparation for 
understanding life (Hunnicutt, 1969, pp. 344-347). 
Physical Education 
A division of the federal Ministry of Education has 
been organized for physical education, which is now 
required of all secondary students. In addition to the 
classes in gymnastics under licensed instructors, 
periodical physical examinations of all students is 
mandatory so that development and progress in health and 
physique may be followed. At present, sports are much 
encouraged. The better organized schools have provisions 
for basketball, soccer, and tennis; and a few have swim¬ 
ming pools. Interstate and national competitions among 
university students are gaining in popularity. 
Improvement in health and bodily development in 
Brazilian youth has already taken place. In Sao Paulo 
and Rio de Janeiro, well-organized schools of physical 
188 
education prepare instructors, who readily find work in 
schools and institutions of higher learning and as coaches 
and instructors in sports associations and athletic clubs 
all over Brazil. 
A permanent student camp is in operation on the 
seashore of Santos for students of the state schools in the 
interior. An annual track meet of state high schools 
brings together 2,500 students in either Sao Paulo or 
Santos for a week. 
Private and Experimental 
Schools 
Private Schools 
Private schools in Brazil traditionally have played 
an important role in the total Brazilian picture. Most 
of the private schools are maintained by religious 
groups, primarily Catholic. Inspection and supervision 
come from appropriate governmental agencies which seek to 
insure that basic standards are met. 
Experimental Schools 
The School of Application. A modern demonstration 
elementary school in Salvador, Bahia, known as The School 
of Application (A Escola de Aplicagao), is supported by 
funds allotted from the Ministry of Education and Culture. 
It is directed by the Regional Center of the Brazilian 
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Institute of Educational Studies, known as CRINEP. Stu¬ 
dents are accepted from the area immediately surrounding 
the school. By and large, they are children from lower 
income families. A large percentage are Negroes and 
mullatoes. 
The school serves many purposes; a basic one is 
teacher education. Many teachers are brought from interior 
schools to receive advanced instruction in educational 
psychology, teaching techniques, and child study, and to do 
actual practice teaching. 
The school is new, modern, and well-equipped. It is 
intended to illustrate ideal educational practice. For 
example, since many of the children's homes do not possess 
good bathing facilities, the plant has shower rooms for 
boys and girls as part of the program to teach the impor¬ 
tance of cleanliness for health reasons. 
The school's curriculum has deviated from the usual 
academic approach to reading, writing, and arithmetic. 
The needs of children, together with their natural 
interests, form its basis. Basic skills are taught as 
tools for learning rather than as the end product. 
Teachers emphasize problem solving, firsthand experience, 
whole concepts, and developmental tasks; and they con¬ 
stantly attempt to relate classroom activities to actual 
life situations. They use visual aids. They stress 
learning by doing, having the children plant and care for 
a garden, as an example, on the grounds of the school 
that they are attending. 
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The results of this type of program are evidenced by 
the children's progress and their interest in school work. 
The average daily attendance surpasses that for the 
Brazilian schools as a whole. The methods used in the 
School of Application will be taught to other teachers and 
administrators. In this manner, the concept will be 
spread among others in the Brazilian teaching profes¬ 
sion . 
The Park School. Another development in Salvador is 
The Park School (Escola Parque), which provides worthwhile 
activities and learning in arts, crafts, and industrial 
arts, for children of low-economic status. Some work 
also is given in pre-vocational subjects, such as shoe 
repairing, sewing, and pottery making. 
One reason why the Ministry of Education and Culture 
became interested in such a project is found in the large 
number of people who are contributing below their poten¬ 
tial to the Brazilian economy. Although their children 
were born in poverty and are living in poverty, the 
Government hopes, through more adequate schooling and 
guidance, to help them raise their level of living. By 
such means, many educators believe these children can grow 
up to make a valuable contribution to the Brazilian 
economy and to become responsible, tax-paying citizens. 
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They believe that these children, without such means, 
will be destined to the same type of subsistence living 
which their parents have had. 
The Park School was designed to supplement the activi¬ 
ties of the regular elementary school. The children had 
been spending about three to four hours in school and then 
roaming the streets for the remainder of the day. It was 
felt that these children, if taught worthwhile things, 
would rather be in an organized program. In practice, the 
children attending morning classes are invited to par¬ 
ticipate in the afternoon activities of the school and 
vice versa. 
The result of this experiment has been to fill both 
sessions of The Park School to capacity. The children 
acquire productive skills and learn about hygiene, group 
work, and application to duty. A recreational program 
helps them develop physically. The school is a testimo¬ 
nial to educational opportunity and democratic practice. 
The building from the outside resembles a large 
quonset hut. In the center is a raised portion which 
serves as the principal's office. This vantage point 
permits the principal to observe without entering into the 
activities of the children. The interior is decorated 
with modern art using an atomic age theme and the space 
is arranged to permit activities, such as weaving, 
tapestry-making, modelling, fancy leather work, bookbinding. 
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wood and metal work, basket weaving, needlework, and 
embroidery. 
The Guatemala School. The experimental school in 
Rio de Janeiro, called The Guatemala School, was 
established by the Ministry of Education and Culture in 
1955 under the direction of the Brazilian Center of 
Educational Research. The philosophy of the school 
parallels that of The School of Application in Salvador. 
The school aims to: (1) serve as an observation center 
for elementary school teachers and child guidance 
officers engaged in advanced study; (2) provide for the 
examination of elementary school problems; and (3) estab¬ 
lish a complete elementary school program including 
social activities. The project method is the one most 
commonly used in The Guatemala School. Attached to it is 
an educational psychology division. A school in 
Pernambuco has similar purposes and offers the same type 
of instruction. 
Vocational, Agricultural, Commercial, 
and Industrial Schools 
Owing to Brazil's marked industrial expansion of the 
past two decades, the country has experienced an acute 
demand for vocational education. This development, accord¬ 
ing to Brazilian educational leaders, is another develop¬ 
ment which has pointed out the need for extending 
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educational opportunities to an increasing number of peo¬ 
ple. Industrialists and businessmen have united forces to 
lend support for schooling at all levels, but with 
emphasis at the elementary, commercial, and industrial 
levels. The Government is being assisted by private 
agencies in its educational problems. 
The main impetus took place during World War II, when 
Brazil chose to build an industrial economy. The decision 
was made in face of restricted international trade, even 
though noticeable expansion had been evident between 
World Wars I and II. The internal market for Brazilian- 
produced goods was stimulated by higher tariffs, and a 
campaign for national use of goods marked Industria 
Brasileira (Brazilian Industry) was started. When local 
technology was inadequate, foreign companies were invited 
to contribute. Many North American companies accepted 
the invitation to manufacture and sell (Fausto, 1959, 
p. 65). 
The development of industry in Brazil shows a marked 
contrast between early and recent periods. Industry was 
practically at a standstill during the colonial period; 
in fact, the Portuguese Government prohibited manufactur¬ 
ing. Brazil was an exporter of raw materials and an 
importer of manufactured products. Freedom to industrial¬ 
ize was granted in 1808, and shipping ports were permitted 
increased liberties. The adoption of 1884 of tax payments 
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on importations to Brazil favored industrial development. 
The early years of the Republic, after 1889, saw many new 
industrial establishments constructed. The period between 
the two World Wars was a time of rapid development, but the 
contemporary period has eclipsed all others in terms of 
commercial and industrial growth and importance. 
New developments in the education of people for 
trades, industry for trades, industry, and commerce have 
results. Some appeared before 1942, but significant 
changes came with and after the Industrial Education 
Organic Act, Decree Law No. 4,073, of January 30, 1942. 
The same type of basic pattern was established for com¬ 
mercial education by Decree Law No. 6,141, of 
December 28, 1943. These two laws have defined the scope 
and guiding principles for commercial and industrial 
schools. There was little uniformity among such schools 
before the issuance of these laws, and purposes of state 
laws did not coincide with those of the Federal 
Government. 
As sustained efforts brought improvements in business 
and industry, they also brought improvements in the per¬ 
sonal status of individual workers, and in their personal 
knowledge and skills. The cultural tradition had not 
always accorded a place in upper social circles for the 
factory worker or skilled artisan. Even though the 
majority of school children might prefer to follow an 
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academic career leading to preferred status, an increasing 
number of students are now turning their interests to 
industrial and commercial pursuits. This indication has 
seemed more noticeable since transfer was made easier 
among the various types of secondary education. It is now 
possible for graduates of the commercial and industrial 
schools to choose their college careers. Some students 
express a feeling of security in having prepared for a 
practical vocation—just in case something happens to 
interrupt or rule out college preparation. Active 
encouragement is being given to guide capable boys and 
girls into business and industrial pursuits (Fausto, 1959, 
p. 66). 
Industrial Education 
Industrial education, a branch of the Brazilian 
schools at the secondary level, is organized into two 
cycles. The first cycle embraces the training of semi¬ 
skilled workers (two years), apprenticeship training (two 
to four years), and basic industrial instruction (two to 
four years). The second cycle comprises the training of 
teachers and advanced technical instruction. 
Three courses are available in industrial education: 
ordinary courses (cursos ordinarios) of vocational train¬ 
ing; extraordinary courses (cursos extraordinarios) 
designed to provide for improvement and specialization in 
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skills; and unscheduled courses (cursos avulsos) or recent 
developments, discoveries, and inventions. The ordinary 
training in the first cycle looks to the needs of the 
semi-skilled, apprentice, industrial, and educational 
workers. The extraordinary training is concerned with 
specialization, improvement, and continuation. The 
unscheduled courses are concerned more with up-to-date 
development and discoveries. 
The preparation of teachers for industry usually 
requires an additional year of study at an advanced level. 
This type of instruction is also geared for administrative 
personnel. Many variations of the industrial education 
program have been established in order to permit part- 
time and full-time attendance. This flexibility offers 
opportunity for advancement for beginners as well as for 
experienced workmen, and in accordance with their 
aptitudes, desires, and available time. Other opportuni¬ 
ties are offered in extension courses for those willing 
to do additional work for self-improvement. 
Types of Schools. Two main types of industrial 
schools receive direct and continuing support from the 
Brazilian Government. These are industrial and technical 
schools which offer a combination of academic work and 
practical shop training. The industrial institution 
offers a four-year course in shop training for students 
between the ages of twelve and eighteen who have finished 
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the primary schools. Technical schools give three years 
of training in shop and technical education. This level 
of instruction may be comparable to that of the high 
school in the United States. 
A recent federal law on industrial education provides 
trade institutions in thirteen federal schools in various 
parts of the country and levies a per capita tax on each 
workman to be paid by all industrial plants, which is used 
exclusively for industrial training. Twenty-two trade 
courses are to be given. A primary education is required; 
and after four years in these schools, pupils may go to 
work at the various trades, industrial and manufacturing, 
or they may continue three to four years longer in the 
technical course. Fifteen technical courses have been 
planned, the principal ones being in chemistry, 
electricity, mechanical drawing, textile work, construc¬ 
tion work, mechanics, and airplane construction. The 
Federal Government is establishing technical schools in 
various sections of the country. The Government is at the 
same time permitting state and private schools to provide 
similar courses. These modern technical and trade 
courses will supply industry with better-trained workers, 
foremen, and technicians (Hunnicutt, 1969, p. 322). 
A third type of school is the apprenticeship kind. 
Although the federal schools do offer some apprenticeship 
training, the function has been mostly assumed by Servigo 
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Nacional de Aprendizagem Industrial (SENAI)—the National 
Service of Industrial Apprenticeship (owing to the impor¬ 
tance of this phase of instruction in Brazil, it will be 
treated separately). 
When the Government established the foundations of 
industrial instruction, it was to realize the needs of the 
worker from the standpoint of his or her professional 
preparation, general education, and character building. 
Management was to benefit by the receipt of sufficient and 
adequate workers, while the nation as a whole would profit 
by the mobilization of a more competent corps of builders 
for the culture and economy. 
Certain fundamental principles guide Brazilian indus¬ 
trial education. The trades and technical subjects shall 
be taught in conjunction with practical application. The 
adaptability of the workers is safeguarded in their 
training by avoiding premature and excessive specializa¬ 
tion. Every branch of industrial education is obligated 
to include those subjects in the curriculum which offer 
the student a general and cultural value. Industrial 
schools are expected to extend educational facilities to 
workers regardless of their educational background. This 
type of education is available to men and women, but women 
shall not be permitted to do work which might be injurious 
to their health. 
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The national program of industrial education provides 
for a six-point service of education through trade train¬ 
ing, health protection, citizenship, recreation, food, and 
clothing. The trade education comprises a variety of 
offerings in the curricula. 
Health care is provided in each Federal trade school 
by nursing facilities, medical, and dental services. Each 
student receives a physical and dental examination at the 
beginning of each school year, and such treatment as is 
needed during the year. Citizen training is interwoven 
in various activities. Recreation is offered in the form 
of sports, drama, band, orchestra, and choral work. 
Physical education and military drill are included. 
Clothing is an important item in Brazil because many stu¬ 
dents come from families with limited means. For this 
reason, the authorities furnish uniforms, shirts, and work 
clothes. Additional clothing items and toiletries are 
also often furnished. All meals are furnished to students 
living at the school and at least one meal is given to the 
others (Fausto, 1959, pp. 66-69). 
Types of Offerings. Examples of industrial and voca¬ 
tional courses, by specific area, for the education of 
workers and foremen are the following: Foundry, Metalwork, 
Boilermaking, Machine Mechanics, Electrical Machinery and 
Installations, Electrical and Telecommunications Apparatus, 
Precision Instruments, Automobile Mechanics, Aviation 
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Mechanics, Carpentry, Jewelry, Tailoring, Dressmaking, 
Millinery, Printing and Bookbinding, Engraving, Fishing 
Thread, Textile Manufacturing, and Painting. 
Technical instruction covers machine and motor 
construction, electricity, building construction, 
road and bridge building, technical drawing, interior 
decoration, aeronautical construction, industrial 
chemistry, mining engineering, metallurgy, applied arts, 
television and radio repair and construction, and similar 
areas. 
The general subjects include such courses as 
Portuguese, Mathematics, French or English, World History, 
Geography, Physics, Chemistry, Natural History, Industrial 
Accounting, Industrial Hygiene, Organization of Work, 
Drawing, Resistance of Materials, Applied Mechanics, 
Electricity, and other subject matter related to indus¬ 
trial education. 
Students take Choral Singing until age eighteen and 
Physical Education until age twenty-one. Male students 
take Pre-Military Drill; female students are required to 
study Home Economics. The foregoing list is not inclusive, 
and each area is broken down into subject matter which is 
related to each course. 
Diplomas and Articulation. The graduates of 
industrial schools, awarded diplomas as skilled workers 
in their specialty, are called artifices. The technical 
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school graduates receive a technical diploma in their 
specialty called tecnico. 
Those vocational courses articulate with the elemen¬ 
tary schools, and the technical with secondary education 
of the first cycle. A graduate of the advanced technical 
course of the second cycle, comprising three or more 
years, may choose to enter an institution of higher learn¬ 
ing. Before 1953, a graduate of industrial or commercial 
courses should enter an institution of higher education 
only in those fields related to his or her preparation, 
but the liberalization now offers a broader choice. 
School Buildings. Most of the industrial school 
buildings are well-lit, modern structures. They give 
instruction in general educational subjects, shop work, 
and technical subjects. They provide quarters for a 
doctor's and dentist's office and sick bay, and space for 
the director, teachers' conference room, teachers' study 
room, students' council room, a business office, a 
storeroom for supplies and equipment, an auditorium, 
gymnasium, dormitory, library, exhibit room, museum, 
laboratories, a kitchen, and a dining room. Space is 
also allotted for an athletic field. An extensive build¬ 
ing program is underway at present to replace the older 
structures with new ones. The type of architecture 
being used in the new buildings runs from modern to 
ultramodern. 
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Advisory Committees. The Organic Law of Industrial 
Education states that industrial schools must have an 
organization capable of keeping the schools in permanent 
contact with the economic activities of the community. 
The council, or advisory committee, is made up of persons 
representing various economic activities of the community. 
It has now become the practice in most communities to use 
the council as a means for pooling ideas for the better¬ 
ment of industrial instruction. 
The SENAI Program. The SENAI program (Servigo 
Nacional de Aprendizagem Industrial), or the National 
Service of Industrial Apprenticeship, has become a potent 
factor in the training of Brazilian youth for trades and 
industry. The program accepts youth between the ages of 
fourteen to eighteen. For the most part, they are 
already employed in industry. The program is not limited 
to younger people however. Advanced short courses are 
given for adults. SENAI is not designed to offer courses 
in elementary education, but rather it caters to those 
who have completed their fundamental education. 
Although the nature of the SENAI program is private, 
its scope and influence are quite public. It is attempt¬ 
ing to fill the gap between an apparently small number of 
skilled workmen and foremen and the tremendous need for 
them. Approximately 2,000,000 unskilled workers and 
300,000 qualified workers are in the trades. 
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Organization: The National Federation of Industries 
in Brazil is the organization which sponsors and maintains 
apprenticeship training. The national president is also 
the ex-officio president of the National Advisory Council 
of SENAI. The National Advisory Council serves in an 
advisory capacity for the National Department, which 
coordinates the combined activities of SENAI installations 
throughout Brazil. The country has been divided into 
eleven regions for administrative purposes. The regional 
organization maintains a council and a department as 
does the national organization, and the regional 
president of the National Federation presides over the 
council. 
The plan is supported by a one percent tax on the 
total monthly payrolls of combined Brazilian industries. 
As the industries expand in size and scope, the amount of 
money derived from the tax increases and the influence of 
SENAI is expanded. The evidence of the expenditures is 
seen in the new and well-equipped buildings, which include 
the Escola Technica de Industria Quimica e Textil in 
Rio de Janeiro, Roberto Simonsen in Sao Paulo, SENAI 
School in Curitiba, and many other schools in other cities 
in Brazil. 
It is difficult to establish an exact figure for the 
number of SENAI schools because of the rapid building 
program. There were 110 schools enrolling 28,937 students 
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in 1955. An additional 670 students from neighboring 
South American countries were enrolled on scholarships or 
were taking correspondence courses. At present, 82 
schools are located in the states of Rio Grande do Sul, 
Santa Catarina, Parana, Sao Paulo, Minas Gerais, and 
Rio de Janeiro, and the Federal District. This fact is 
significant because these states produce more than 80 per¬ 
cent of the total industrial output of Brazil. The rest 
of the states have 28 SENAI schools. 
A work plan for SENAI has been established. A 
minimum of one school shall be set up in each state. 
These SENAI schools will be located in the large centers 
where labor demands are great. Operated by directors, 
teachers, and technical personnel who have been prepared 
for their jobs, the schools will be responsible for 
administering beginning, integrated, and intensified 
courses, as well as advance priority courses. The 
improvement of skills of qualified industrial foremen and 
operators, through appropriate SENAI courses, correspon¬ 
dence courses, or through shop training in factories, 
are responsibilities inherent in this type of instruction. 
It is within the framework of the work plan that the 
objectives of the SENAI program are carried out. 
SENAI Pilot Programs: It would be impractical to 
attempt to describe the many experimental programs now 
directed by the SENAI organization. One school has been 
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selected, however, in order to give the reader some con¬ 
cept as to the types of experimental action taking place. 
The Technical School of Industrial Chemistry and 
Textile of SENAI (Escola Tecnica de Industria e Textil 
de SENAI or ETIQI) serves as a useful example located in 
the Federal District of Rio de Janeiro. This school 
serves as the country's model textile training program, 
and has become an important entity because of the indus¬ 
try's rapid growth. The school opened in 1948 and has 
trained many specialists and technicians for Brazil, as 
well as hundreds of students from other Latin American 
countries. 
At present, the institution is administered by a 
Brazilian and an American from the United States. The 
former was trained in both Brazil and the United States. 
The latter is also currently the technical director of 
the Brazilian textile training program. The school has 
been developed through the joint efforts of the Institute 
of Inter-American Affairs, National Federation of 
Industries, and officials in the Ministry of Education 
and Culture and the Ministry of Labor. 
The purpose of ETIQI is to educate young Brazilians 
for key positions in all phases of the textile industry, 
to develop their abilities for leadership and for taking 
part in community affairs, and to cooperate with the 
Brazilian textile industry in gaining, through research. 
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information that will improve the quality and quantity of 
finished products, reduce production costs, increase 
Brazilian consumption of textiles, and increase the tech¬ 
nical knowledge of the entire textile industry. 
The complete courses cover a period of three years. 
Students who successfully gain admission to the school are 
given scholarships to cover the costs of their schooling. 
They are also provided dormitory facilities, meals, and 
an additional minimal salary as stipend. 
Entrance requirements include graduation from a 
ginasio, a basic commercial or basic industrial course, 
a birth certificate, vaccination certificate, military 
registration, and three photographs. The admission 
examinations include an aptitude test, written tests in 
Portuguese, Mathematics, Physical and Natural Science, 
and Graphic Design. 
The course of study is divided into units of instruc¬ 
tion. The first unit, covering general education, is 
taught in each of three years. The courses include 
English, Portuguese, Portuguese Literature, Public 
Speaking, Mathematics, General Chemistry, General Physics, 
Principles of Economics, Geography, History, Government, 
and Sociology. Unit Two is Applied Shop; Unit Three, 
Introduction to the Study of Textiles; Unit Four, Weaving 
and Designing; Unit Five, Yarn Preparation; Unit Six, 
Introduction to Knitting; Unit Seven, Textile Chemistry; 
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Unit Eight, Textile Management; and Unit Nine, practical 
work in a textile plant. Each of the above units is 
further broken down into specific related topics. Students 
are expected to work in a textile factory during their 
vacation periods from school. 
A minimum of forty-one clock hours must be spent each 
week in classrooms and laboratories. The amount of time 
is divided equally between formal instruction, theory, and 
shop training. Classroom or laboratory work is given in 
the morning and practical training in the afternoon. 
Successful candidates are given a diploma, entitled 
"Diploma de Tecnico Textil", upon completion of the 
courses. The diploma is registered in the Ministry of 
Education and Culture, and entitles the bearer to 
admission to an institution of higher learning. 
The results of this and other similar schools have 
evidently gained the respect of employers in business and 
industry to the extent that increasing support for such 
schools has been forthcoming. Many of the graduates of 
SENAI are able to obtain good jobs because of their 
technical knowledge and skills (Fausto, 1959, p. 69). 
Commercial Education 
The Organic Law of Commercial Education reads in the 
same manner as does that of Industrial Education, and the 
two laws similarly describe their purposes. The two types 
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of commercial schools are commercial (escolas comerciais) 
and technical commercial (tecnicas de coomercio). The 
commercial schools serve primarily students in the 
basic four-year cycle, and the technical schools offer 
the three-year advanced program. Either type of school 
may also offer continuation courses. This means that 
a person, although not working for a diploma, may 
enroll in order to improve his or her skills. The 
second or advanced cycle offers five courses leading to 
a diploma: Business and Advertising, Administration, 
Accounting, Statistics, and Secretarial. Graduates of 
these schools have the same opportunities for advanced 
studies as those of the industrial and other types of 
secondary schools. 
The diploma awarded after completion of the basic 
cycle is that of office assistant (auxiliar de 
escritorio). Diplomas are awarded at the end of the 
second cycle in each of the major areas of study, depend¬ 
ing on the student's area of specialization. 
Such matters as entrance and final examinations, 
grading practices, length of school day and year, 
entrance and scholastic requirements, and related items 
are closely allied to those of other secondary schools 
in Brazil (Fausto, 1959, pp. 70-81). 
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Agricultural Education 
Agricultural Education in Brazil is a vital function 
because of the many persons engaged in agricultural pur¬ 
suits, the importance of agriculture to the national 
economy, and the need to produce more food for internal 
consumption. Evidently, this type of education has not 
received adequate support in the past, but there is a 
growing realization among Brazilian leaders that basic 
improvements for the country's large rural population 
and agricultural economy are in large measure dependent 
upon agricultural education and science. It is also 
recognized that trained technicians are needed for modern 
agriculture and are needed in abundance. 
Recruiting individuals to pursue careers in 
Agriculture and Veterinary Science has been difficult 
mainly because of somewhat general low esteem for farm 
workers. The help on large farms has been unskilled and 
unschooled people, and the owners have been absentee 
landlords. It is estimated that two-thirds of Brazil's 
inhabitants today are rural and a large percentage of 
these are subsistence farmers or migrants. Many of the 
small farms produce little and the workers have little. 
Most of the work is done by hand and by primitive methods. 
The children are taught to be fruitful workers using 
unfruitful productive methods. In rural areas, the 
science of farming has not been practiced; and in the 
cities, people are concerned with other pursuits. Large 
farms (fazendas) enjoy the advantages of modern equipment 
and plenty of workers to produce more with greater 
efficiency. 
But the traditional course has been recognized as 
inadequate in this huge, progressive, country of Brazil 
today. Less than two percent of the total land area is 
devoted to agriculture, and this has produced enough 
foodstuffs to feed the country. New experimentation is 
taking place in planting, soil enrichment, diseases of 
animals, improved stock breeding, soil conservation, crop 
rotation, and use of insecticides. The introduction of 
farm machinery and modern farm techniques has proved the 
necessity for better education. A great need for exten¬ 
sion services for farmers has been felt, and some college 
are organizing teams to assist in farming practices. A 
closer relationship between schools and communities is 
constantly being sought, thus modifying its curriculum 
to include a greater degree of practical application of 
theory. 
The proportion of students enrolled in Agriculture 
and Veterinary Science is small when compared with the 
proportion enrolled in other secondary and higher educa¬ 
tion programs. This situation may be due partly to a 
lack of interest in agriculture and partly to little 
demand for improved agricultural conditions. Another 
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problem arises too from the fact that few of the current 
agricultural science students have had practical experi¬ 
ence on a farm. 
Organization: The agency most responsible for 
agricultural education in Brazil is the Superintendency of 
Agriculture and Veterinary Instruction (Superintendencia 
do Ensino Agricola e Veterinario or SEAV) and the 
Ministry of Agriculture. The Ministry of Education and 
Culture maintains some schools as do some private agen¬ 
cies. Like other educational branches, agricultural 
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education has an Organic Law, Decree Law No. 9,613, dated 
August 20, 1946, and contains the bases of organization, 
regulation, and instructions. 
Agricultural schools are organized to include three 
types of studies: Basic (formagao), Continuation 
(continuagao), and Advanced (aperfeigoamento). There are 
two cycles of instruction, as in other secondary patterns 
of instruction. The first cycle is divided into two 
periods of two years each, and the second cycle is of 
three years duration. 
The two-year beginning course of the first cycle 
accepts students who have successfully completed primary 
school and have met the entrance requirements, which are 
much the same as those for any other type of secondary 
institution. This beginning course is designed to equip 
the students with a good general, professional, and 
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practical orientation to agricultural problems. The 
second two years in the first cycle aim to give students 
a greater mastery necessary for becoming foremen or master 
tradesmen. 
The second cycle is one of greater specialization in 
any one of seven areas: Agriculture, Horiculture, 
Zootechnics, Veterinary Practices, Industrial Agriculture, 
Agricultural Mechanics, and Dairying. Additional courses 
are offered in Education for those who plan to become 
teachers of agricultural subjects. These courses vary 
from one to two years in length, and prepare students for 
rural home economics programs, agricultural education, 
and administration of agricultural education. 
The two-year initiatory phase of the first cycle 
offers the following subjects: 
First Year: Portuguese, Mathematics, 
Natural Science, Geography 
and History of Brazil, 
Agriculture, Drawing 
Second Year: Portuguese, Mathematics, 
Natural Science, Agriculture, 
Stock Raising 
The mastery phase includes the following list of 
courses: 
Portuguese, Mathematics, 
Natural Science, Geography and 
History of Brazil, Agriculture, 
Stock Raising, Notions of 
Veterinary and Rural Hygiene, 
Agricultural Industries, 
Technical Design 
First Year: 
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Second Year: Portuguese, Mathematics, 
Natural Science, Geography and 
History of Brazil, Agriculture, 
Stock Raising, Notions of 
Veterinary and Rural Hygiene, 
Agricultural Industries, Rural 
Economy and Administration, 
Technical Design 
A sample course of study in the second cycle is that 
of Industrial Agriculture: 
First Year: Portuguese, French or English, 
Mathematics, Natural History, 
Physics and Chemistry, World 
History, World Geography, 
Technology, Preparation and 
Conservation of Animal Products, 
Preparation and Conservation of 
Vegetable Products, Technical 
Drawing 
Second Year: Portuguese, French or English, 
Mathematics, Natural History, 
Physics and Chemistry, World 
History, World Geography, 
Specialized Technology, 
Preparation and Conservation of 
Animal and Vegetable Products, 
Technical Design 
Third Year: Portuguese, Mathematics, 
Physics and Chemistry, History 
and Geography of Brazil, 
Specialized Technology, 
Agricultural Administration, 
Rural Hygiene, Technical 
Drawing 
Continuation courses emphasize practical aspects of 
agriculture for adolescents and adults who are not gradu¬ 
ates of the first cycle of agricultural education. The 
purpose is to help individuals improve their skills, 
thereby becoming more productive workers. Advanced or 
improvement courses are more technical in nature and cater 
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to those who have graduated from one or both of the cycles. 
These courses are postgraduate and are part of an adult 
education program. 
Other aspects of agricultural education (admission 
policies, examinations, school day and year, transfers and 
articulation, and similar items) need not be further 
described because of similarities to programs previously 
discussed. Likewise, the objectives of these schools 
parallel those of other schools insofar as citizenship, 
morality, and conduct are concerned. However, variations 
are to be expected among the aspirations and concepts which 
deal specifically with advancement of agriculture. The 
nation is vitally concerned that agricultural education 
will lead to better methods of production and will enhance 
the total economy. 
The Teaching Profession 
An organized attempt to train teachers and recognize 
their qualifications through certification had its origin 
during the past twenty-five years, with the greatest 
impetus given the program during the past few years. 
Professor Gilberto Freyre (1953) points out that the 
training of secondary school teachers began to be sys¬ 
tematic after the Faculties of Philosophy in Sao Paulo 
and Rio de Janeiro were founded (pp. 536-537). Until 
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1934, there was little opportunity for systematic prepara¬ 
tion. Secondary school teachers were chosen mainly from 
among those trained for other professions. 
The preparation of primary school teachers has been 
sporadic. Although the first publicly maintained teacher 
training schools were established as early as 1834, 
training has been limited and the lack of it still poses 
problems. Professor M. B. Lourengo Filho (1940) cites a 
nationwide survey showing that 48 percent of elementary 
school teachers had no professional training for their 
work (pp. 15-16) . 
In some states in more densely populated southern 
Brazil, the proportion with no professional training is 
only 10 percent. However, the public primary schools 
of the state of Sao Paulo have no "lay instructors", as 
teachers with professional training are called in Brazil. 
By contrast, in some of the north, northeastern, and 
west-central states, the proportion is about 70 to 88 
percent. 
One apparent reason for lack of training for elemen¬ 
tary school teachers is that normal schools are the 
responsibility of the states and there is great disparity 
among states in their ability to finance education. Even 
the more prosperous states, however, have difficulty in 
staffing their elementary schools with professionally- 
trained teachers. There are not enough normal schools to 
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fill the need. Some states have only one and it is 
located in the capitol. Nearly 70 percent of these normal 
schools are independently maintained and receive minimum 
supervision from official sources. The majority, sup¬ 
ported by tuition fees, are beyond the means of any 
prospective students. Enrollment is almost exclusively 
feminine. Many of the students do not intend to teach; 
still others are not permitted by their families or 
guardians to leave the city to teach in frontier areas. 
Brazilians recognize that many shortcomings of the 
schools can be attributed to inadequate teacher training. 
Educators are endeavoring to face the problem. They 
have initiated additional training programs at the 
various levels of teacher education. Not only are 
programs and enrollment increasing, but the quality of 
instruction and curricula are improving. The needs of 
the pioneer communities are being recognized as different 
from those of established communities, and needs of 
agricultural regions as different from those of indus¬ 
trial centers. In many communities, sociological 
studies now precede curriculum change as a basis for 
steps to increase teaching effectiveness and attract 
more students. Curriculum expansion beyond reading and 
writing is recognized as necessary if the personal goals 
for children and the role of the school are to come 
closer together. 
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These needs have prompted the Federal Government to 
become increasingly active in teacher education. Since 
many states lack the economic base to assume financial 
responsibility, the Government is assuming a greater share 
of that responsibility. From the United Nations 
Educational, Scientific, and Cultural Organization (UNESCO) 
and the United States, it has sought and received assis¬ 
tance to improve curricula and teachers' education as one 
means of raising its people's living standards and enhanc¬ 
ing their stake in democracy. 
The Organic Laws of Primary and Teacher Education 
emphasize the need for adapting school work to regional 
conditions and the importance of planning an equitable 
distribution of school plants according to population 
requirements. Special attention is being paid to the 
education of illiterates of all ages and Federal aid is 
being based on state planning for teacher education in 
proportion to numbers of teachers needed by geographical 
distributions. The Organic Laws obligate agricultural 
states and businesses to provide schools and accommodate 
the teachers. The patterns of organization for teacher 
education have been based upon the Constitution, the 
appropriate Organic Law, and the research done by the 
Instituto Nacional de Estudos Pedagogicos or INEP. 
The Organic Law established a minimum curriculum of 
four years of Normal School which include: 
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First Year: Portuguese, General Geography, 
Natural Science, Drawing and 
Handwriting, Handwork and 
Domestic Economy, Physical 
Education, Choral Singing, and 
Mathematics 
Second Year: Portuguese, Mathematics, 
Geography of Brazil, Natural 
Science, Drawing and 
Calligraphy, Manual Work and 
Domestic Economy, Choral 
Singing, and Physical Education 
Third Year: Portuguese, Mathematics, 
Elements of Human Anatomy and 
Physiology, World History, 
Drawing, Manual Work and 
Economic Activities of the 
Region, Choral Singing, 
Physical Education, Recreation 
and Games 
Fourth Year: Portuguese, Psychology of 
Pedagogics, Elements of 
Hygiene, History of Brazil, 
Theory and Practice of Teaching, 
Drawing, Choral Singing, 
Physical Education, Recreation 
and Games 
Teaching shall be caring, simple, and flexible, and 
attention shall be paid to seeing that the following 
criteria are observed: (1) Teaching methods are active; 
(2) the spirit and manner of teaching are in line with 
the moral and civic education of the pupils; (3) methods 
classes deal with objects, organization, and recommended 
approaches and procedures for each discipline; (4) practi¬ 
cal instruction is given in the form of observation and 
practice teaching; (5) final classes in drawing, manual 
training, singing, physical education, and recreation 
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give heed to elementary school methods, needs, and require¬ 
ments of the region. 
Religious instruction may be introduced into the 
curriculum as an optional subject, with attendance not 
compulsory. Teacher training institutions are expected to 
foster student organizations which will create a spirit 
of cooperation and social service among future teachers. 
Provision is made for demonstration primary schools for 
observation and practice teaching in Brazil (Filho, 1940, 
p. 18) . 
Evaluation and Certification 
The elementary teacher candidates are required to 
take monthly examinations. In addition, they are 
examined annually during the first two weeks of June. 
Part of the final examinations (provas finais) is written 
and part is oral. The scores on these examinations are 
averaged with those on the monthly tests to arrive at the 
mark of the year. Any person who has missed 25 percent 
of the courses is not permitted to take the final examina¬ 
tion . 
Individuals who complete requirements for the first 
cycle of teacher training are given rural teacher (regente) 
certificates. The second cycle graduates are recognized 
as primary teachers (professor primario). Uncertified 
teachers may become certified by passing an examination 
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set up specifically for the purpose. Appointments of ele¬ 
mentary teachers generally are made on a probationary 
basis for a given length of time after which permanent 
status may be granted. The probationary period varies in 
length in accordance with individual state laws. 
An effort to stabilize the certification of secondary 
school teachers and to encourage greater proficiency among 
those who have not specifically been prepared to teach is 
reflected in Law No. 2430, dated February 19, 1953. 
Administered by the Directorate of Secondary Education in 
the Ministry of Education and Culture, this law describes 
the scope of sufficiency examinations (exames de 
suficiencia) for teachers who do not hold a license from 
an accredited faculty of Philosophy and provides for 
examining boards composed primarily of numbers of 
Philosophy faculties. When members of these faculties 
are not available, members of other faculties serve on the 
boards. 
Brazilian Education Association 
The Brazilian Education Association (Associagao 
Brasileira de Educagao), with headquarters in Brazilia, 
was founded January 16, 1924, to unite educators and 
other interested people in discussion and study of educa¬ 
tional problems. The association works toward these ends 
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through courses, conferences, excursions, and campaigns; 
reforms; educational exchange of persons on the local, 
national, and international level; social meetings; and 
other activities compatible with its aims. 
One conference convened by this association was the 
Twelfth National Conference on Education, which was held 
in 1956 in Salvador, Bahia. The agenda included the 
following topics: (1) the process of democratic education 
at the different educational levels and in extra¬ 
scholarship activities; (2) the contribution of schools to 
the understanding and employment of scientific discoveries; 
and (3) the present concept of humanism. 
The association maintains a library of bibliographi¬ 
cal service, and fosters research and publications. Its 
official periodical is Educagao (Education). The outstand¬ 
ing educators of the country are among its members, and the 
association has originated many innovations in Brazilian 
education (Fausto, 1959, p. 124). 
School for Public Servants 
A new departure in Brazilian education is the School 
for Public Servants (EBAP), which has achieved fame 
throughout Latin America. The Getulio Vargas Foundation 
provided the initiative to begin the school, and the 
United Nations has cooperated through its technical 
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assistance department by making regular contributions, 
offering scholarships to students of other nations, 
furnishing foreign professors when Brazilian teachers were 
not available, and sending Brazilians to foreign countries 
for advanced study. 
The need for such a school has long been felt in 
South America. EBAP trains present and future servants 
from most South American countries. Foreign candidates 
are selected by the Brazilian diplomatic missions. Stu¬ 
dents pay no tuition fees; they are awarded scholarships 
on the basis of need merit. Ages range from 25 to 40. 
The United Nations usually pays 70 percent of the stu¬ 
dent's expenses plus round-trip travel and EBAP pays the 
rest. 
The full course of EBAP began with three years, but 
has been increased to four years in order to realize 
maximum benefit. Graduate courses cover two years for 
the education of public servants who have a minimum of 
three years' experience. Special four-month courses for 
high government officials offer a concentration in any 
one of four fields: Organization and Management, 
Personnel, Financial or Supply Administration, and Public 
Relations. Graduates of the regular four-year course 
take a combination of general requirements and profes¬ 
sional subjects in order to meet the standard of the 
Ministry of Education and Culture. Their degrees are 
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honored and registered in the Ministry. Most of the 
professors have responsible positions in other institu¬ 
tions and work for EBAP on an hourly basis. 
EBAP has served as an inspiration to similar schools 
founded later by its graduates in other Latin American 
countries. Their efforts undoubtedly could be duplicated 
many times without being able to fulfill the need 
throughout Latin America for trained personnel in public 
administration. Plans are being readied, however, for 
expansion and improvement of EBAP itself (Landau, 1956, 
pp. 12-15) . 
CHAPTER VI 
CONCLUSIONS AND RECOMMENDATIONS 
Conclusions 
Brazilian public education is obviously inadequate, 
poorly organized, poorly implemented, and not geared to a 
population which is basically illiterate. When you have 
65 percent of its population who are not schooled, it 
appears a virtually insurmountable task to promulgate a 
system which can devote itself to achieving any measure 
of success. There are a myriad of other factors which 
may contribute to this failure. 
First and foremost, the majority of Brazilians are 
poorly fed, inadequately clothed, and totally lacking in 
the basic rudiments for urban survival. Very few children 
have more than one meal a day if that, which is supplied by 
local state authorities. Poor nutrition contributes to 
the failure of children to learn. It is a known fact that 
deprivation of food will deprive the brain of nutrients 
to assimilate any knowledge. It is alarming to realize 
the magnitude of poverty that exists in this abundantly 
rich country. 
Secondly, sanitation is almost non-existent. There 
is no systematic disposal of garbage or other refuse. 
Therefore, the population, who someday will be the nucleus 
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of a powerful nation, are riddled with disease. They lack 
programs to help them comprehend the necessity for cleanli¬ 
ness. 
Third, there is no central authority to establish 
guidelines for educational or health programs. State, 
local, and Federal authorities appear unconcerned about the 
long-term effects of this neglect. Many of the local 
administrators themselves are too ignorant to debate the 
Federal Government over decisions concerning education. 
Corruption at all levels is rampant. This corruption 
seems to extend itself from the President down to each and 
every department. Most administrators are political 
appointees, with no qualifications for administering an 
academic facility. 
Fourth, there is a tremendous gap between the rich 
and the poor. The rich become richer, while the rest 
become more polarized--physically, mentally, and 
spiritually. Pay scales for the poor are at the lowest 
level, making it almost an impossibility to raise one's 
standard of living. Inflation is currently at 200 percent, 
a deterrent to any advancement. 
Fifth, crime is endemic in the overall society. After 
all, if one is hungry or lacks basic necessities, crime 
becomes a way of life. Also, corruption contributes to a 
form of crime found in the cities that is difficult to 
erase. 
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The economic position of families must be elevated 
to a level where they can achieve some measure of success. 
Any lack of economic success causes any individual to lose 
self-esteem whereby he or she may suffer from inertia. 
The Government must take the initial steps through wide- 
range economic reforms. 
Families need to be apprised of the past and they 
must be strong, educated role models for their children. 
Adult education should be available in each and every 
community. Job training programs should be provided by 
the Government as part of this program. Workers should 
be required to take reading, language, and mathematics 
courses if they wish to receive raises. 
Lastly, one must assume that there are numerous 
questions that need to be addressed if Brazil is to play 
a vital role in world affairs. Some of these questions 
are: 
(1) How can one advance in life if one has 
only two or three years of education? 
(2) How can one achieve success in the market¬ 
place without an education? 
(3) Will there be any future for the under¬ 
privileged? 
(4) What steps can be taken to stem the rise 
of crime and corruption that takes place 
in the cities? 
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(5) What role can the business community 
assume in changing attitudes within the 
educational system, and how can they 
assist financially? 
Many students in rural communities in Sao Paulo and 
the rest of the country never finish the first four grades 
let alone attend secondary schools. Pressing poverty 
contributes its cycle prohibiting many from taking 
advantage of opportunities. In order to alleviate unem¬ 
ployment in the agricultural and business sectors, a 
strong foundation in education is a basic necessity. 
How can this situation be corrected? How can families 
and students be apprised of the necessity for acquiring an 
education? 
In most circumstances, students tend to progress 
slowly through the grades and drop out of school, often 
long before the prescribed period of compulsory attendance 
is completed. The consequences, low completion rates, and 
excessive repetition in primary grades have been chroni¬ 
cled. For example, while governmental policy in Brazil 
may declare that school attendance is mandatory between 
ages seven to fourteen, that is clearly insufficient to 
ensure effective human capital formation. Enforcing 
compulsory attendance is often not possible, particularly 
in rural areas where students can perform productive 
activities on farms. Moreover, presence in school does 
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not guarantee that students progress through the grades 
or even that they learn anything while attending. In 
fact, mandatory attendance can lead to extensive grade 
repetition with little gain in knowledge (Harbison & 
Hanushek, 1992, pp. 57-58). 
Furthermore, the quality implications of compulsory 
schooling policies are potentially serious. Resources for 
education are constrained everywhere, particularly in 
those developing countries that are furthest from 
universal schooling. Expanding enrollments without 
commensurately expanding the resources devoted to school¬ 
ing would imply that other measures are being taken to 
reduce per pupil expenditures. The option includes 
allowing class size to rise, teacher salaries (and 
presumably their qualifications) to fall, or availability 
of textbooks and other materials to decline. The possi¬ 
ble sacrifice of quality inherent in such measure is 
clear enough. More perversely, a portion of the students 
so enrolled may be uninterested in not learning. If so, 
the funds used for such students are effectively diverted 
from the provision of higher quality schooling for those 
who are appropriately prepared and motivated to take 
advantage of the school experience. Maturation is a 
primary factor in overall achievement. 
In rural areas, the availability of a school is not 
assured. Yet, obviously, a prerequisite for school 
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attendance is the existence of a school within a reasona¬ 
ble distance. In addition, schooling in rural areas is 
frequently disrupted because of the school closing down 
or a failure to provide teachers and materials for further 
progress. 
Unfortunately, most of the rural school systems in 
Brazil are affected by three general sets of factors that 
include: (1) the economic conditions in the area; (2) the 
quality of the existing school facilities; and (3) the 
governmental policies toward the school. Schools in 
economically stronger areas are presumed to be more 
likely to survive, since the locality can better support 
schooling investment. Additionally, schools that are 
more established and have better facilities are more 
likely to continue. Community cooperation and support 
are vitally important (Harbison & Hanushek, 1992, 
pp. 66-67) . 
According to an interview by Eugene Williams with 
the newly-elected Education Secretary, Dr. Paulo Freire 
(conducted on June 3, 1989, in Sao Paulo), Paulo Freire 
comments many times about the need for change of 
Brazilian schools. He stated he does not like the way 
schools are administered in Brazil. 
Secondly, education should be changed not only in 
Sao Paulo but all over Brazil. Paulo Freire says that 
Education in Brazil today—and historically—has two 
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ideologies which are in relationship to each other: the 
authoritarian and the elitist ideology, one in connection 
with the other. By changing the schools today, we may 
overcome the elitist behavior of the schools and it's 
authoritarianism. In other words, he implies that to 
begin to create a popular school, we should create a 
school which prohibits discrimination against poor chil¬ 
dren. These children have been discriminated against 
since the moment they attempted to come into school. It 
is a scandal that in Brazil today between 80 and 90 
million children are out of school. In the last analysis, 
they are being prevented from coming into schools. This 
is not because teachers are preventing them from coming— 
it is the system, the structure of the system, which 
creates this discrimination. On the other hand, 
thousands do go to school; but between the first and the 
second year and the third and the fourth year, the chil¬ 
dren from the lower classes are expelled from schools 
through the process of failure. This occurs between the 
first and second grade. This is one of the main problems 
Brazilian children are facing. It is necessary that 
changes be made, starting with the process of teaching 
how to read and write during the first and second grade. 
In order for this teaching process to improve, 
teachers should receive better training. "We are talking 
about changes in the school," according to Paulo Freire. 
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"We have to overcome the authoritarianism and the elitism 
of the school. We have to create a school in which 
teaching and learning—seriously—doesn't mean unhappiness. 
We have to teach seriously and create a happy school— 
a rigorous school from the intellectual point of view 
but at the same time a school much like a child, smiling 
and full of life; a school with intellectual discipline 
but with freedom; a school with authority without 
authoritarianism. It is so difficult to be done in 
Brazil if you consider the tradition of authoritarianism 
which marks our society and our history. But if it is 
difficult to be done, it is not impossible to be done. 
Since the beginning of this year, we are working on the 
process of transformation of the curriculum" (Williams, 
1989) . 
Paulo Freire has received contributions from eighty 
professors and scientists from Sao Paulo—linguists, 
physicists, mathematicians. Now an organized commission 
with representatives of each of these branches will work 
every week with the great educator and theoretician 
Anna Maria Saud. She would have the responsibility of 
organizing and coordinating the program of the schools in 
Sao Paulo. 
However, there is another side of the problem which 
is the quantitative dimension of education. There are 
not enough schools, and many schools need repair. Doing 
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that requires more money. Fifty-five schools are in 
very bad condition—buildings which surely need restora¬ 
tion . 
"If you ask me," states Paulo Freire, "what is the 
main obstacle you have for changing the schools, I am not 
afraid to answer you immediately. The main obstacle for 
changing the schools is the ideological one. Intellec¬ 
tually, it's not difficult to demonstrate, to convince 
the teachers that loving the children is challenging and 
inviting children to become curious is a teaching skill. 
Maybe this year we won’t have a very good performance, 
but next year I hope that we will diminish the quantity 
of students being expelled" (Williams, 1989). Paulo 
Freire also states that "there are about 28 to 30 
thousand teachers in Sao Paulo, and I need to become 
intimate with all these teachers in order to change the 
schools" (Williams, 1989). 
Paulo Freire thinks that "it will be very difficult 
in the four years we have. I think we can at least start 
the process of change. It means to change the curriculum 
of the school, to change the relationships between 
teachers. It's process is better than keeping the children 
silent or afraid. But what is difficult is to transform 
the teachers from a way of relating themselves to the 
students. Intellectually, they accept; but when they are 
putting this into practice, the understanding they once 
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again learned changes a very totalitarian way of doing" 
(Williams, 1989). 
According to Paulo Freire, "anywhere from 50 to 70 
percent of the students drop out of school before the 
eighth grade. . . . This is precisely the phenomenon of 
expulsion. No I They don't leave the school; the school 
left them—the students—to change the very understanding 
of the school and its relationship with the community. 
We have to change the understanding of teaching, of 
learning . . . and it's not easy, but it is possible" 
(Williams, 1989). 
Recommendations 
A primary problem is that the Government must provide 
schools because without the institution itself, there can 
be no success rate. There are areas in Brazil where no 
schools are available for the poor. Before anything 
concerning shifts can be tackled, the schools must be 
constructed or trailers brought in for temporary use. 
Without buildings, how can one expect a child to attend? 
The researcher was confronted with a situation in the 
Brazilian school system which led her to realize the social 
discontent of all involved—administrators, teachers, and 
parents alike. The massive number of irregularities led 
to oppressive conditions. The conditions of the youngsters 
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in school today are appalling. Education is going through 
a decaying process, and absolutely nothing is being done 
about it. The Government of Brazil must financially 
support the school system for improvement. Without these 
measures, the school system cannot work. 
First, if the Government could provide better financ¬ 
ing, more schools could be built and more opportunities 
could be provided to all children, regardless of their 
social status or any other factor. Education should not 
be only for young people, but it should also be for 
adults. 
The researcher also recommends that the Brazilian 
Government create a new system in schools by eliminating 
different shifts and establishing a standard shift policy. 
It should be a two-shift program as it was years ago: 
from 8:00 a.m. to 12:00 p.m. and from 12:30 p.m. to 
4:30 p.m. It will promote opportunities for children to 
learn better in school, and remove teacher frustration. 
However, advanced education for teachers should be 
required and then, and only then, should they be 
remunerated accordingly. Otherwise, teachers will con¬ 
tinue to take advantage of school shifts by teaching two 
to three different shifts daily in order to make a sub¬ 
stantive salary. 
Secondly, many teachers are tired, frustrated, angry, 
and nervous because they have no time to prepare lesson 
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plans to teach the children. This lack of time and 
organization, plus overcrowded schools and other ineffi¬ 
ciencies in the rural areas in Brazil, cause teaching to 
be no more than a baby-sitting occupation. 
The Government should offer more opportunities for 
qualified administrators and teachers to express themselves 
regarding programs for education. 
Third, administrators should be granted better 
salaries according to their level of education. Advanced 
courses should be demanded in order to improve the level 
of education of administrators already in the system. 
Therefore, the better-educated would be remunerated 
according to their level of education. 
Fourth, curricula and allied programs should be 
developed, giving value to courses necessary for improving 
one's life-style. The content of the curricula programs 
should be established by the educational authorities to 
assure that these curricula correspond to the culture of 
the people as well as the needs of the students and society 
as a whole. Unfortunately, in communities where people 
live, cultural programs, such as music, typical dances, 
folklore and workmanship, etc. (which could be learned in 
school), are not a part of the school curriculum. 
Fifth, parents should be members of the school system, 
and education should be provided to the parents in order 
for them to understand the importance of education. 
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Sixth, more special needs programs should be offered 
to children with physical and mental disabilities. Also, 
adequate building facilities should be offered to less- 
privileged children. 
The Discovery Channel (September, 1992) had a 
documentary about abandoned children living on the 
streets of Sao Paulo, Rio de Janeiro, and Belo Horizonte. 
These children sniff glue, become prostitutes and 
criminals, and are gang oriented. This segment of the 
population is growing rapidly because of the inflationary 
problems of Brazil. These children are belligerent, 
aggressive, and pose a real threat in the major cities. 
They are uneducated, illiterate, and receive encouragement 
from their parents to exhibit abnormal, criminal behavior. 
After all, the money they derive from theft or prostitu¬ 
tion helps to put food in the mouths of those at home. 
There is one other factor that needs to be addressed-- 
overpopulation. The number of births in the favelas is 
higher per capita than in the higher income areas. 
All of the above factors cannot be disassociated 
from education. No nation can survive in today's world 
without a strong foundation of education. Everything is 
related. 
Seventh, and most important of all, the Government 
should grant free education to all—rich, poor, or 
disabled—regardless of age. All should have an 
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opportunity to be literate, and there should not be any 
exhibition or prejudice as is prevalent now. 
The Government should stop manipulating school staff. 
The Government uses methods of intimidation by threaten¬ 
ing administrators and teachers with the loss of their 
positions and careers as well as ruining the rest of 
their lives. It is a process that demoralizes teachers 
and administrators. Reprisals are a frightening aspect 
with which to contend. 
All should work together to benefit the total 
educational program. 
Brazil must attack these problems diligently, 
eliminating the excesses of corrupt government and 
assuring the population at large of its dedication to its 
people. 
Brazil needs educated people to enhance its economic, 
social, and educational role in world affairs. Education 
is the primary basis for a strong government. Unfortu¬ 
nately, the Department of Education cannot achieve 
anything without the financial and moral support of the 
Brazilian Government. 
APPENDICES 
238 
APPENDIX A 
QUESTIONNAIRE FOR TEACHERS 
239 
240 
QUESTIONNAIRE FOR TEACHERS 
The following questions will be asked of all teachers 
interviewed for this research study. The questions will 
serve to direct the interviews conducted by the researcher 
and to prompt and promote discussion. The interviews will 
be informal, and will be conducive to much elaboration of 
ideas and extensions of thought. The names of individuals 
participating in the interviews will not be used in any 
written material in which data from the interview may be 
used. 
1. Did you graduate from college? 
2. How many years of education have you? 
3. How long have you been teaching? 
4. Do you enjoy teaching? 
5. Do you consider yourself patient with children? 
6. What method do you use to discipline students? 
7. Are you able to control the class? 
8. What is your class size? 
9. What kind of methods do you use to help a child 
with learning difficulties? 
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10. Do you have children with learning disabilities 
in your classroom? 
11. If so, do you utilize special methods to work with 
him/her or do you provide him/her with the same 
approach as the other students? 
12. How do you feel about the school system's programs? 
13. What do you think of the educational goals used by 
the Government of Sao Paulo? 
14. Are these educational goals successful? 
15. Do you think that this present educational curricu¬ 
lum is effective for this epoch? 
16. Do you think this curriculum is effective or do 
you think changes should be made? 
17. How many hours a day do you teach? 
18. Do you think that the school hours should be 
increased? 
19. Do you have sufficient time daily to teach all four 
basic subjects? 
20. Do you need extra time? 
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21. How effective is the elementary curriculum in ful¬ 
filling the needs of each individual child? 
22. Are you happy with your salary? 
23. Do you think that teachers are well paid? 
24. If changes should be made, what kind of changes 
would you advise? 
25. Do you know the parents of your students? 
26. How often do you talk to the parents? 
27. Do you allow parents in your classroom? 
28. Can you call them to volunteer to help you in 
class? 
29. Are the majority of parents educated? 
30. How many parents are illiterate? 
31. Can you help the parents understand about educa¬ 
tion? 
32. Have you explained how important education is to 
the children and yourself? 
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33. Do the children help their parents by working 
outside the home? 
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QUESTIONNAIRE FOR MOTHERS 
The following questions will be asked of all mothers of 
students interviewed for this research study. The ques¬ 
tions will serve to direct the interviews conducted by the 
researcher and to prompt and promote discussion. The 
interviews will be informal, and will be conducive to much 
elaboration of ideas and extensions of thought. The names 
of individuals participating in the interviews will not be 
used in any written material in which data from the inter¬ 
view may be used. 
1. What is your name? 
2. How old are you? 
3. Were you born here in Sao Paulo? 
4. How long have you lived here? 
5. How often do you move? When? During the school 
year? 
6. In what other places have you lived? 
7. Do you have a husband? 
8. What is the principal occupation of your husband? 
9. How old is he? 
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10. Do you know how to read? 
11. Does your husband know how to read? 
12. How many years did you attend school? 
13. How far did your husband go in school? 
14. How many children do you have? 
15. How old are they? 
16. Do you work? What is your occupation? 
17. Does your husband work? 
18. Who takes care of the small children when you go 
to work? 
19. Are your children healthy? 
20. Where is your husband employed? 
21. How long have you been married? 
22. Do you live with your husband? 
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23. What do you think the Government should do to 
help the children in school? 
24. Are you a personal friend of a teacher? 
25. Do you think that in general teachers are 
unpleasant or nice? 
26. Do you help your childen with their homework? 
27. Do you make sure that they do their homework 
daily? 
28. How well does your child do in school? 
29. What are his/her grades? 
30. What do you think parents should do when a child 
gets a poor mark in school? 
31. Does your child like school, or does he/she cry 
when it is time to leave home? 
32. How often do you visit your child's school? 
33. What is the name of your child's school? 
34. Do you think that your child should go to school? 
248 
35. Do you want education for your child or do you 
think education is not important? 
36. How important is education for you? 
37. Do you read a book yourself? Do you like to 
read? 
38. Do your children like to read? 
39. What is your religion? 
40. Do you go to church? 
41. Do your children go to church? 
42. How often do they go to church? 
43. Have you taken your children to the zoo, parks, 
clubs, or movies? 
44. Do your children like sports? 
45. What kinds of sports do they like? 
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QUESTIONNAIRE FOR ADMINISTRATORS 
The following questions will be asked of all administrators 
interviewed for this research study. The questions will 
serve to direct the interviews conducted by the researcher 
and to prompt and promote discussion. The interviews will 
be informal, and will be conducive to much elaboration of 
ideas and extensions of thought. The names of individuals 
participating in the interviews will not be used in any 
written material in which data from the interview may be 
used. 
1. What is your name? 
2. How long have you been working as a principal of 
this school? 
3. What is your educational background? 
4. How many years of schooling have you completed? 
5. How many students do you have in your school? 
6. How many grades? 
7. What are their ages? 
8. Can you tell me in a few words what is your 
philosophy of education? 
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9. Are you creative? 
10. Would you like to bring new activities to your 
school? 
11. How often do you communicate with your students? 
12. Do they like you? 
13. How do you treat them as students? 
14. Do you invite parents to visit your school? 
15. Do you talk with parents regarding the education 
of their children? 
16. Do you explain to parents the importance of educa¬ 
tion in the life of their children? 
17. Have you invited parents to volunteer service 
in classrooms helping the teachers? 
18. How often do you contact parents to talk about 
their child's progress in school? 
19. Can you tell me the average number of parents who 
help their children to be successful in school? 
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20. What kind of help do you provide to the students 
who do not do well in school? 
21. What type of skill do you use to motivate your 
students to improve their grades? 
22. Are daily attendance records kept? 
23. What do you do if a child is absent? Do you call 
his/her parents to let them know about it? 
24. What kind of methods do you use to control your 
students? 
25. Can you punish them? 
26. Can you use force, such as physical punishment? 
27. How often do you reward them? 
28. How many students do you have in your school 
whose first language is not Portuguese? 
29. What do you do to help students when they cannot 
speak Portuguese? 
30. Does your school have a facility for disabled 
children? 
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31. If not, what do you do to help this child to be 
mobile? 
32. Does the school provide transportation for this 
child? 
33. How many Down Syndrome children are in your 
school? 
34. Do you have special help in school to provide 
better education to this child? 
35. Do you encourage parents to send their exceptional 
child to school? 
36. What do you do to encourage parents to send their 
children to school? 
37. Do you communicate with the Department of Special 
Education to secure extra money to help the child? 
38. Can you tell me what kind of program does the 
Department of Special Education have to mediate 
the problem of exceptional children? 
39. How prepared are teachers to help this exceptional 
child in class? 
40. Does your school have special facilities for those 
children? 
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41. Are they placed in special classes? Do you have 
mainstreaming? 
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To Participant in This Study: 
A dissertation research project is being conducted by 
a doctoral student at the University of Massachusetts at 
Amherst, U.S.A. The title of the research study is 
"Brazilian Education and Culture: Historic Development." 
The research conducted will address a history of develop¬ 
ment in Brazilian literature, language, and educational 
reform movements. 
You have been selected to participate as an interviewee 
in this research study, along with other teachers, parents, 
and administrators. The interview will be audiotaped and 
later transcribed. Your name will not appear on any written 
materials or in any oral presentations in which the doctoral 
student might use materials from your interview. Tran¬ 
scripts will be typed with initials for names, and in final 
form the interview material will use pseudonyms. 
As part of the dissertation, the doctoral student may 
compose the materials from your interview as a "profile" in 
your own words. The doctoral student may also wish to use 
some of the interview material for journal articles or 
presentations to interested groups, or for a possible book 
based on the literature. 
You may at any time withdraw from the interview process. 
You may withdraw your consent to have specific excerpts used, 
if you notify the interviewer at the end of the interview. 
In signing this form, you are also assuring the doc¬ 
toral student that you will make no financial claims to the 
researcher or the University of Massachusetts for the use of 
the material in your interview for this study. 
I, _, have read the above 
statement and agree to participate in this doctoral research 
study as an interviewee under the conditions stated above. 
Signature of Participant 
Date 
BIBLIOGRAPHY 
Abramo, P. (1983). Depoimento apresentado no forum de 
Educagao do Estado de Sao Paulo, promovido pela 
Secretaria de Educagao en Agosto de 1983. 
Azevedo, F. (1927). 0 magisterio secundario boletim 
No. 13. Sao Paulo, Brazil. 
Azevedo, F. (1950). Brazilian culture: An introduction 
to the study of culture in Brazil. New York: The 
Macmi1lan Company. 
Bates, H. W. (1853). The naturalist on the River 
Amazons. London. 
Bonelli, R. , & Malan, P. (1976). Industrialization and 
economic growth: Current policy A84-1986. In 
J. D. Nunes, E. de Oliveira, & T. E. Bogenschild 
(Eds.), State and society in Brazil. Boulder, CO: 
Westview Press. 
Breal, M. (1906). Essai de semantique (science des 
significations) (2nd ed.). Paris: Hachette. 
Briquet, R. (1944, October). Instruqao publica na 
colonia e no imperio. 1500 Revistas Brasileiras 
de Estudos Pedagogicos, No. 4. 
Bryce, J. (1913). South America: Observations and 
impressions. New York: Macmillan. 
Bull, T. (1982). Mother tongue teaching and learning: 
Teaching school beginners to read and write in the 
vernacular. Norway. 
Camacho, J. A. (1952). Brazil: An interim assessment. 
Westport, CT: Greenwood Press, Publishers. 
Campos, F. (1940). Educagao e cultura. Rio de Janeiro: 
Olimpio. 
Campos, H. (1933). Critica, 1st Series (2nd ed.). 
Rio de Janeiro: Marisa. 
Carvalho, R. (1937). Pequena historia da literatura 
Brasileira (6th ed.). Rio de Janeiro: 
Briquiet. 
257 
258 
Castilho, A. T. (1984). Informagoes sobre o Projecto de 
Estudo da Norma Urbana Linguistica Culta (Projecto 
NURC): Cadernos de estudos linguisticos. Sao 
Paulo, Brazil: Instituto de Estudos da Linguagem, 
Campinas. 
Chall, J. (1984, January). New views on developing basic 
skills with adults. Paper presented at the National 
Conference on Adult Literacy, Washington, D. C. 
Clemenceau, G. (1911). Notes de voyage dans l'Amerique 
du su. Paris. 
Conselho Nacional de Estatistica. (1956a). Anuario 
estatistico do Brasil—1956 (Ano XVII). Rio de 
Janeiro, Brazil. 
Conselho Nacional de Estatistica. (1956b). Brazil up to 
data. Rio de Janeiro, Brazil: Servigo Grafico 
IBGE. 
Crawford, W. R. (1950). Brazilian culture: An 
introduction to the study of culture in Brazil. 
New York: The Macmillan Company. 
Department of Archives and History. (1975) . Addresses of 
Former President Jimmy Carter. Atlanta, GA.: 
Department of Archives and History. 
Dewey, J. (1933). How do we think? Lexington, MA: 
D. C. Heath and Company. 
Dewey, J. (1944). Democracy and education. New York: 
The Macmillan Publishing Company, Inc. 
Dominguez, J. I. (1987). Order and progress in Brazil. 
In G. C. Lodge & E. F. Vogel (EdsO, Ideology and 
national competitiveness. Boston, MA: Harvard 
Business School Press. 
Domoraco, A. (1889). El Brasile. Milan. 
Elliot, L. E. (1917). Brazil, today and tomorrow. 
New York: Macmillan. 
Fausto, A. F. (1959). Brazil education in an expanding 
economy. Washington, D. C.: U. S. Government 
Printing Office. 
Filho, L. (1940, April/June). Tendencias de educagao 
Brasileira. Revistas Brasileiras de Estatisticas, 
No. 2. 
259 
Filho, L. (1986) . Introdugao ao estudos da escola nova. 
Sao Paulo, Brazil: Comp, de Melhoramentos. 
Biblioteca de Educagao, Vol. II. 
Fitzgibbon, R. H., & Others. (Eds.). (1948). The 
Constitution of the Americas (as of January 1, 1948). 
Chicago, IL: The Univerity of Chicago Press. 
Fletcher, J. C., & Kidder, D. P. (1879). Brazil and the 
Brazilians (4th ed.). Boston: Houghton Mifflin 
Company. 
Freire, P. (1974). Pedagogy of the oppressed. New York: 
The Seabury Press. 
Freire, P. (1985). The politics of education: Culture, 
power, and liberation. South Hadley, MA: Bergin 
and Garvey. 
Freyre, G. (1934). Casa grande e senzala. Rio de 
Janeiro, Brazil: Maria e Schmidt. 
Freyre, G. (1945). Brazil: An interpretation. New York: 
Alfred A. Knopf, Inc. 
Freyre, G. (1953). Status and position of teachers. 
The yearbook of education. New York: World Book 
Company. 
Freyre, G. (1964). The masters and the slaves: A study 
in the development of Brazilian civilization. 
New York: Alfred A. Knopf, Inc. 
Freyre, G. (1970). Order and progress: Brazil from 
monarchy to republic. New York: Alfred A. Knopf, 
Inc. 
Gonzales, E. (1989). Education in Brazil. Unpublished 
manuscript. 
Harbison, R. W., & Hanushek, E. A. (1992). Educational 
performance of the poor: Lessons from rural 
Northeast Brazil. New York: Oxford University 
Press. 
Hardy, C. (1990). Managing strategy in academic 
institutions: Learning from Brazil. New York: 
Walter de Gruyter. 
260 
Haussman, F., & Haar, J. (1978). Education in Brazil. 
World Education Series. Hamden, CT: The Shoe 
String Press. 
Hunnicutt, B. H. (1969) . Brazil: World frontier. 
Westport, CT: Greenwood Press, Publishers. 
Hunter, C., & Harman, D. (1979). Adult illiteracy in the 
United States: A report to the Ford Foundation. 
New York: McGraw-Hill Book Company. 
Jaguaribe, H. (1988, May). Consenso ou caos. Jornal 
do Brasil, 17th. 
Kelsey, V. (1941). Seven keys to Brazil. New York: 
Funk and Wagnalls Company. 
Kozol, J. (1986). Illiterate America. New York: 
Penguin Books. 
Landau, G. D. (1956, November). The school public 
service: A new departure in Brazilian education. 
Americas, 82(11): 12-15. 
Lemle, M. (1978). Heterogenoidade dialectal: Urn apelo 
a pesquisa. Tempo Brasileiro (53/54). Rio de 
Janeiro, Brazil. 
Lomonaco, A. (1889) . A1 Basile. Milan. 
Lopes, C. (1909). Neolocfismos indispensaveis e 
barbarisomos dispensaveis" (2nd ed.) . Rio de 
Janeiro, Brazil. 
Maciel, M. (1987). Educagao e liberalising♦ Rio de 
Janeiro, Brazil: Jose Olimpio Editora. 
McGinn, N. F., & Russell, D. G. (1969). Industrialization, 
urbanization, and education in Ciudade Guayana 
Venezuela. Cambridge, MA: The Massachusetts 
Institute of Technology Press. 
Medio, E. (1955, Decembro). Revista Brasileira de estudos 
pedagogicos, No. XXIV. 
Ministerio de Educagao e Cultura. (1955). A escola 
elementat e a formagao do professor primario no Rio 
Grande do Sul. Publicagao No. 5. Rio de Janeiro, 
Brazil: Instituto Nacional de Estudos Pedagogicos 
(ILEME). 
261 
Ministerio de Educagao e Cultura. (1956a). Sinopse 
retrospectiva do ensino no Brasil, 1871-1954. 
Rio de Janeiro, Brazil: Servigo de Estatistica da 
Educagao e Cultura, Instituto Brasileiro de Geografia 
e Estatistica. 
Ministerio de Educagao e Cultura. (1956b). Sinopse 
estatistica do Ensino Medio—1956. Rio de Janeiro, 
Brazil: Servigo de Estatistica da Educagao e Cultura, 
Instituto Brasileiro de Geografia e Estatistica. 
Ministry of Foreign Affairs. (1940). Resources and 
possibilities. Rio de Janeiro, Brazil: Ministry of 
Foreign Affairs. 
Ministry of Foreign Affairs. (1943). Brasil: Resources 
and possibilities. Rio de Janeiro, Brazil: Ministry 
of Foreign Affairs. 
Montuelo, J. (1924). Consideragoes sobre o passado e o 
present do ensino comercial Brasileiro. In 
Ilustragao Brasileira, 81 (20) . 
Moraes, E. R. (1985). 0 dialeto do alfabetizado. 
Research report submitted to the National Institute 
for Educational Studies and Research (INEP). 
Unpublished manuscript. 
Moreira, R. J. (1955) . A escola elementar e a formagao 
do professor primario no Rio Grande do Sul. 
Rio de Janeiro, Brazil: Instituto de Estudos 
Pedagogicos (CELEME). 
Nash, R. (1926). The conquest of Brazil. New York: 
Harcourt. 
National Advisory Council on Adult Education. (1984, 
January/February). Illiterate: Who us? Foundation 
News. 
National Commission on Excellence in Education. (1983). 
A nation at risk: The imperative for educational 
reform. Washington, D. C.: U. S. Government 
Printing Office. 
Newsweek. (1984, July 30). The adult population: An 
estimation of those functionally illiterate. 
Novicow, M. J. (1943) . L'elite intellectuelle et 
patistocratie. 
262 
Office of Vocational and Adult Education. (1983, 
September). Second estimate. Washington, D. C.: 
Office of Vocational and Adult Education, 
U. S. Department of Education. 
Oliveira, V. F. J. (1922). 0 provo Brasileiro e sua 
evolucao. Vol. 1. Rio de Janeiro, Brazil: Tip. da 
Estatistica. 
Peixoto, A. (1938). Clima e Saude: Introdugao 
bioqeoqrafica a civilizagao Brasileira. Sao Paulo, 
Brazil: Comp. Editora Nacional-Brasiliana, Vol. 
129. 
Pekic, V. (1990). Brazil. London: Flint River Press, 
Ltd. 
Pillett, N. (1991). Estrutura e funcionamento do 
ensino do primeiro grau (13 edigao). Sao Paulo, 
Brazil. 
Ramos, A. (1937). As culturas Negras no novo mundo. 
Rio de Janeiro, Brazil: Civilizagao Brasileira 
Editora. 
Sao Paulo, Brazil, Television Newscast. (1992, 
January 17). 
Sao Paulo, Brazil, Television, Newscast. (1992, 
February 21). 
Silva Neto, S. (1963) . Introdugao de estudo da lingua 
Portuguesa no Brasil. Rio de Janeiro, Brazil: 
MEC/INL. 
Smith, T. L. (19 63) . Brazil: People and institutions. 
Baton Rouge, LA: State University Press. 
Tigre, A., & Gomes, V. (1989). Nova escola para 
professores do primeiro grau. Jornal Educational, 
Fundagao Victor Civita. Sao Paulo, Brazil. 
Turot, H. (1908). En Amerique Latine. Paris. 
United Nations Educational, Scientific, and Cultural 
Organization (UNESCO), International Bureau of 
Education. (1955). Eighteenth International 
Conference on Public Education, Publication No. 
163. Paris: The International Bureau of 
Education. 
263 
United Nations Educational, Scientific, and Cultural 
Organization (UNESCO), International Bureau of 
Education. (1957). Twentieth International 
Conference on Public Education, Publication No. 
184 (Expansion of school building: A comparative 
study). Paris: The International Bureau of 
Education. 
U. S. Bureau of the Census. (1979). Fifth estimate: 
Literacy—Current problems and current research. 
In National Institute of Education, Fifth report of 
the National Council on Educational Research. 
Washington, D. C.: National Institute of 
Education. 
U. S. Department of Education. (1983, September). 
First estimate. San Francisco, CA: Far West 
Laboratory for Educational Research and Development. 
U. S. Department of Education. (1984, January 18). 
Fourth estimate: Dr. Manuel J. Justiz. 
Washington, D. C.: National Institute of Education. 
White House. (1983, September 7). Third estimate 
(press release). Washington, D. C. 
Williams, E. (1989, June 3). Interview with Education 
Secretary Paulo Freire. Sao Paulo, Brazil. 
Zweig, S. (1942). Brazil: Land of the future. London: 
Cassell. 

